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CHAPTER I

INTRODUCT ION

Background

Today's educational administrators are caught
between the Scylla of declining financial resources and
the Charybdis of a wide diversity of students entering a
postsecondary educational system which has 1little experi-
ence in accommodating a heterogeneous population. Edu-
cationally disadvantaged students, who are now able to
enter public two-year colleges because of the open door
policy, constitute a significant new group of students in
these institutions. Administrative decisinns concerning
program implementation for disadvantaged students are
crucial, not only for the survival of this nation's edu-
cational institutions, but for the success of the students
who enter them.

Remedial education is regarded by those who'
would keep the open door of postsecondary instltutions
from becoming a revolving door as a sine qua non (Roueche,

1968; Morrison and Ferrante, 1973). Vocational educators



share this value. A recent report for the Department of
Health, Education and Welfare states tha ae leading
reason for program discontinuance among vocational and
technical students is academic difficulty. The report
further states:
Of greatest importance is the offering of special
remedial coursework designed to assist the willing,
financially able, well-motivated studcnt who needs
special help in foundation courses prior to entry
into the regular vocational and technical program.
(Miller and Gillie, 1970: 15, 16)

Until recently this conviction was more an af-
firmation of faith rather than a fact anchored in empiri-
cal research. As many researchers have demonstrated,
little solid evidence exists to show that remedial pro-
grams in fact ameliorate known student deficiencies (Schenz,
196353 Blocker et al., 1965; Gordon and Jablonsky, 1967;
Roueche, 1968; and Berg and Axtell, 1968). Roueche (1968)
found that typical remedial programs were unsuccessful in
remedying student deficiencies. Prior to Kirk's disserta-
“ion (1972), the literature evidenced little research
about the effectiveness of remedial efforts in terms of
students' academic performance, persistence and attitude.

In general there is a paucity of empirical re-

search in the field of remedial education. Institutions
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rarely use analytical research techniques to ascertain the
effectiveness of their remedial programs. In fact, few
institutions engage in systematic data collection about
their remedial programs. According to a recent report
of the Senate Interim Committee on Public Junior Colleges
(1973) only 38.2 percent of the colleges report any follow-
up of remedial students while they are in college. Only
37.9 percent do any survey of persistence. Several in-
stitutions do a pretest (65.3 percent) and posttest (63.2
percent), but these are cognitive in nature. No ichool
reported testing that measured personsl development.
Ironically, developing a positive self-concept should be
one of the chief objectives of any remedial program, given
the types of students enrolled in cthem (Compensatory Edu-
cation Project, 19871; Roueche anc Kirk, 1973). The in~
novative programs which Roueche and Kirk studied focused
on developing a posiuvive self-concept for students. No
measure was made, however, to ascertain the relationship
between a positive self-concept and student success in a

programe.
Problem Statement

Kirk's dissertation (1972) made significant in-

roads in dispelling the darkness of educators about
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remedial programs in two-year colleges. Briefly, he found
that high risk students in remedial programs earned higher
grades and persisted longer than high-risk students in
nonremedial programs. On the basis of detailed program
descriptions, he suggested program elements which facili~
tated student achievement. Remedial programs, in order
to be successful, should have a separate division of de-
velopmental studies with its own staff and administrative
head. Instructors should be volunteers with expertise in
working with nontraditional students. Grading policies
should be nonpunitive and instruction individualized.
Racial composition of the staff should approximate that
of the student population. Courses should carry college
credit. The program should be two semesters in length
and consist of mathematics, English, reading and writing
and have provisions for students to enroll in courses
outside developmental studies. Counselors and instruc-
tors should assist remedial students in making early and
realistic career choices. Finally, institutions should
alleviate the abrupt transition between developmental and
regular college work.

Kirk's study, however, included only three urban
community colleges whose programs were regarded as in-

novative. Moreover, this ground-breaking study made no



distinction between college transfer and vocational-
technical students. The chief burden of this present
study 1s thus clear: How effective are remedial programs
for vocational-technical students? This question assumes
a special importance with the realizatior “hat many people
view vocational-technical education as the main avenue
many students have for getting into the mainstream of
economic life (Cross, 1972; Compensatory Bducation Pro-
Ject, 1971). Additionally, minority persons who are po-
tential enrollees for vocational or technical programs
indicate the attractiveness of such an alternative in
their own future plans. A recent study of vocational
education among Mexican-Americans in Texas sponsored by
the Texas Education Agency (Schulman et al., 1973) indi-
cated that these students ranked vocational-technical
training at a postsecondary institution among their top
three posthigh school alternatives, above other types of
occupational tralning, e.g., union or government-sponsored.
Dissenting viewpoints come from (1) more "militant" mi-
nority people who consider the emphasis on vocational~
technical education as a palliative which precludes the
more rapid upward social mobility a college transfer pro-

gram could offer (Schulman et al., 1973); and (2), Jeucks



(1972) and others who contend that this additional edu-
cational education will not result in a concomitant in-
¢rease in socioeconomic rewards.

In addition to the basic question of program
effectiveness for remedial students, the study will also
ascertain how specified independent variables--previously
unexamined--are related to the various criteria of student
success (dependent variables) in the program. These in-
dependent variables include two basic types, demographic
and crogrammatic.

No previous study of remedial programs has at-
terdted to determine the significance of an array of
demographic variables in predieting student success in
2 remedial program. In "systems" language, does the input
determine output or are the educational processes of
remedial programs sufficiently powerful to alter the ex-
pected output? In short, do remedial programs confound
the predictions typically made on the basis of demographic
variables? The demographic variables under consideration
in this study are sex, age, ethnic background, yearly
family income, and the type of curriculum a student hopes
to enter upon completing the remzidial program.

Neither has any study of remedial programs sought

to isolate specific variables in the educational process
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of the remedial programs that in fact contribute to student
success independent of the student's demographic profile.
This study will center on four programmatic variables:
individualized instruction, volunteer teachers, focus on
self-concept development, and vocational learning experi-
ences that are integrated with traditional academic ex-
periences. Kirk regarded the first three program varie-
ables as important contributors to student success in
remedial programs. Moreover, studies attest to the sig-
nificance of these variables in a variety of educational
contexts. Career educators regard the fourth variable

as important in remedial programs for vocational-technical
students. While additional variables could have been
selected, the relatively small size of this population
forbade such. To capture additional variance in programs
beyond that accounted for by these four variables, each

program will be regarded as a variable.

Purnoses

On the bdasis of the preceding discussion the
chief purpose of this study is clear: to determine the sig-

nificance of various process variables (progran elements)
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and certain input variables (demographic characteristics

of students) in determining program output (student suc-

cess).

Research Questions

The preceding purposes give rise to the follow~

ing questions:

1.

To what extent do specified demographic variables
affect Grade Point Average?

To what extent do specified program variables
affect Grade Point Average?

To what extent do different remedial programs
affect Grade Point Average?

To what extent do sprecified demographiec variables
affect persistence?

To what extent do specified program variables
affect persistence?

To what extent do different remedial programs
affect persistence?

To what extent do specified demographic variables
affect changes in locus of control?

To what extent do specified program variables

affect chsnges in locus of control?



-+ To what extent do different remedial programs
affect changes in locus of control?

10. To what extent do demographic variables affect
changes in self-concept?

ll. To what extent do specified program variables
affect changes in self-concept?

12. To what extent do different remedial prograns

effecet changes in self-concept?

Operational Definitions

Remedial Program: In this study it means any

educational program with a variety of services designed
to updrade, ameliorate or remedy student deficiencies to
the point that a student can enter or succeed in a regular
college credit program. "Remedial" has the same meaning
as the following terms often found in the literature:
guided, basiec, directed, compensatory and developmental,
even though the literature often makes distinctions between
such terms. Pretechnical and prevocational refer to
remedial programs designed exclusively for students who
plan to enter a vocational or technical curriculum.
Although the point is not germane for this

study, it is important to note that in the literature
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"remedial" is often used vis-a-vis "developmental,” wherve

& basic distinction in philosophy is at stske. '"Remedial"
in this sense is a negative term which focuses on remedy-
ing student deflciencies. On the other hani, "develop-
mental” is a positive term which implies program focus

on building upon student capabilities (Bushnell, 1873).

Remedial Student: Educationally (and often

economically) disadvantaged students who have a high po-
tential for failure. This term will be used interchange-
ably with high risk, nontraditional, remedial, low ability,
low achiever, marginal and educationally handicapped stu-
dent.

Postsecondary Institution: 1Includes technical
institutes and community colleges, which can also be re-
ferred to as community junior college, junior college
and two-year college.

Criterion Variables: Program output by which

the relative success of remedial programs will be measured.
These include:

Academic Performance: The Grade Point Average

(GPA) of a student for the Spring semester of 1974.

Persistence: If a student completes his/her

objectives prior to the end of the Spring semester of
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1974 as indicated by credit received for coursework taken,
he will be regarded as having persisted for the entire
semester. Or, if & student has not completed all objec-
tives but is still pursuing them at the end of the semes-
ter and takes the posttest, he will be regarded as a per-
sister.

Self-Concept: A measure of a student's percep-

tion of his ability to succeed in academic tasks in gen-
eral as compared with other students.

Locus of Control: A measure describing the

extent to which a remedial student perceives he controls
his environment.

Demographic Variables: Those characteristics

of remedial students that describe specified aspects of

student input into the remedial program. For this study
these include race, sex, age, yearly family income, and

the curriculum students plan to enter after leaving the

remedial program.

Program Variables: Those processes or resources

provided by the remedial program whick are designed to
cause the desired program outputs. This study centers
on the following ones:

Volunteer Instructors: Instruectors whose ser-

vices were contracted specifically for the remedial program
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because of their desire to work with the new students
found in these programs.

Focus on Self-Concept Development: A systematic

attempt by remedial programs to bring about a more posi-
tive self-concept or self-image in the remedial students.

Integrated Vocational Learning Experiences:

Academic coursework that is taught within the framework
of the student's vocational interest, e.g., a communica-
tions course which encourages students to write on vo-
cationally-related topics.

Individualized Instruction: Includes many com-

ponents such as behavioral objectives, self-pacing, flexi-
ble timeframe, individual tutoring and student input into
course objectives. Measured by an Instructional Question-

naire for this investigation.

Description of the Variables

Dependent Variables

This study used the following criterion vari-
ables to measure the relative success of remedial pro-

grams for vocational-technical students:
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(1) academic performance of remedial students as
measured by GPA at the end of the Spring semester
of 1974, .

(2) persistence as measured by whether or not a stu-
dent remained in school throughout the Spring
semester of 1974,

(3) the residual gain score derived from pre- and
posttest scores on the selected self-concept
measure,

(4) the residual gain score derived from pre- and
posttest scores on the selected locus of control

measure.

Grade Point Average. The standard study of

academic performance (Lavin, 1965) and other articles
about academic achievement use student grades as the cri-
terion. Researchers and practicing educators do not af-
firm that grades are the best or only measure of per-
formance. Indeed, the whole matter of grading is hotly
disputed with protagonists displaying a variety of edu-
cational goals and values. Regardless of such differ-
ences, most parties agree to the importance of grades as

one criterion of academiec performance. Accordingly, this
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research effort will use a student's GPA for the Spring

semester of 1974 as one criterion of program success.

Persistence. Whereas a vast body of literature

exists on a study of dropouts, little has been written
about the use of persistence data as an indicator of suc-
cess in a particular program or institution. Prediger

(1965: 82) suggests:

In light of the dropout problem in our colleges and
universities, it seems appropriate that more atten-
tion be paid to persistence in college as & criterion
of success. Ultimately, the student's success in
college is judged not in terms of his GPA, but,
rather in terms of the educational program which he
has completed.

Self-Concept. Considerable evidence (Brookover,

1262, 1964, 1965; Reeder, 1965; Jersild, 1952; and Ander-
son, 197)) indicates the high correlation between self-
concept and academic achievement. All of these studies
used self-cnncept as a predictor variable. Olsen (1972)
was apparently the first to demonstrate the positive im-
pact of a compensatory education project--of nine months
duration--on a student's self-concept.
Self-concept may be regarded as multidimensional

and be measured by such instruments as Coopersmith's
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Self-Esteem Inventory (Coopersmith, 1967) or the Tennessee
Self-Concept Scale (Fitts, 1965). This study, however,
will feecus on only one &spect of self-concept--academic
ability. New students typically are low achievers who
have a negative perception of their ability to succeed in

an academic environment.

Locus of Control. Following the cue that dis-

advantaged students are fatalistic and characterized by
feelings of powerlessness, researchers have found that a
student’'s locus of control is also highly related to his
achievement. If a student is an I (internal), he per-
ceives that he can manipulate the environment and thus
control his payoffs. An E (external) student will believe
that God, society or some uncontrollable force is the de-
cisive factor in determining his fate. The Coleman Report
(1966) played a key role in putting this concept on the
intellectual map. These researchers found that locus of
control was the single most important variable in predict~

ing achievement for black and white students.

Independent Variables: Demographic

Sex. Studies consistently show that females

receive higher grades than males. One study (Anderson
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and Johnson, 1971) found sex the best predictor of achieve-
ment next to self-concept. Some research (Martin, 1972
and Hirst, 1969) indicates that females perform measurably
better than males on achievement tests. Other studies,
however, merely indicate that female students achieve
higher grades. Brookover (1964) notes that females re-
ceived higher grades in every subject taken in the seventh
grade than males. Other studies indicate the possibility
that more than ability is involved in the explanation of
such differences. Borup (1969) did a study where males
had higher ACT scores, but females had a considerably
higher GPA in the first semester of college. Suca find-
ings have led Phelps (1973) to charge that high school
grading practices discriminate against males. Regardless
of the etiology of the discrepancy in grades between males
and females, research indicates females do receive higher

grades.

Age. Charles (1971) complains about the general
lack of research about college students who are not "col-
lege age." Koos (1970) reports that seven-eighths of the
full-time day students are under twenty-two. Although

statistics are unavailable for evening classes, Koos places
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the median age between twenty-five and thirty. Piecemeal
research indicates that older students (past twenty-five)
tend to achleve more than younger students. A recent
study of "Students Older than Average" at The University
of Texas at Austin (Whatley and Appel, 1972) reveals that
older students' current GPA is higher tlLan their earlier
GPA in college. Sturtz (1971) has found that older stu-
dents are also generally more satisfied with their col-

lege experience than younger students.

Ethnic Background. Comparatively few students

from minority background have tasted the fruit of the
educational system in the United States. The Compensatory
Education Project of the Coordinating Board (1971) graphi-
cally depicted the underrepresentation of minority stu-

dents in the community junior colleges of Texas vis-a-vis

their percentage of the total population. Coniiderable
documentation exists to detail the education deprivation
of the disadvrntaged (Coleman, 1966; Silberman, 1970;

and Mosteller and Moynihan, 1972). Minority students who
do emerge from secondary education with a sound academic
background tend to go to college (Xnoell, 1970) and

acnieve similar success at that next level (Hall, 1989).
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Hall found that ethnicity was not as significant as socio-
economic status in relationship to educational success.
In his study of innovative remedial programs Kirk (1972)
found that students from ethnic minorities were slightly

more successful than whites in remedial progranms.

Family Income. Not only does socioeconomic

status have a high correlaticn with those who attend col-
lege (Sewell, 1967), it is significantly related to academic
achievement according to the bulk of the research (Rosen,
1959; Lavin, 1965; Wortuington, 1971; Baird, 1967; Hall,
1969). Munday (1972) issues a dissenting report, stating
that the evidence is not sufficient to accept the hypothe-
sis of a direct relation between social class and academic
achievement. lavin (1965), however, argues that socio-
economic status is so important because it summarizes the
variations in attitudes, motivations and value systems

all of which are highly related to academic achievement.

Qurriculum Se.ected. Previous studies of re-
medial programs have generally neglected the possibility
that vocational-technical students might have different
needs from students who expect to continue in a college

transfer curriculum. The Snyder and Blocker study (1970)
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makes the point that two-thirds of the two-year degrees
eventually won by people who were formerly in develop-
mental study programs went to ¢ollege transfer students.
Moreover, approximately one-third of those who completed
the developmental study program and enrolled in the col-
lege transfer curriculum eventually earned a degree.
Those in vocational and technical programs were not so
successful. Depending on the particular program, between
15 and 23 percent completed a degree. These writers con-
clude that these data contradict the assumption that high
risk students should aim for a terminal career degree
rather than a transfer degree. That is not the only
possible conclusion, however. The designs of the de-
velopmental program themselves may pe inadequate for the
needs of these students and thus responsible for the lack
of student success. This point is particularly ecrucial
because employers are looking increasingly to this group
of students as a potential source for skilled labor. Such
manpower is currently in short supply, a condition that
is expected to continue apace with increasing tecinologi-

cal developments (Brookings, 1968, Tompkins, 1970).
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Independent Variables: Programmatic

ST S———

Focus on Self-Concept Development. Two recent

studies that make program recommendations for remedial
programs in Texas stress the crucial importance of remedial
programs making a systematic endeavor todevelopa student's
self-concept. The Compensatory Education Project (1971)
suggests:
a motivational program in which students are given
a taste of success, helped to develop some self
respect (emphasis mine, NLM), helped to develop real-
istic and’attainable career objectives, helped to

feél they belong at the community junior college and
helped to develop skills in reading and communication.

The report of the Texas Senate Interim Committee on Public
Junior Colleges (1973) endorses this recommendation.

Roueche and Kirk (1873) concur. Theoretically, an improve-
ment of student self-concept will result in higher student

achievement.

Individualized Instruction. The egalitarian

thrust of higher education in the United States had created
an influx of students lacking traditional academic quali-
fications, i.e., verbal skills. Faced with the stark

reality of the ineffectiveness of traditional teaching
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methods, educators have developed an increasingly sophis-
ticated educational technology in which the individualiza-
tion of instruction is one key to improved instruction
and therefore student learning (Cook, 1971; Roueche and
Herrscher, 1973). Roueche and Kirk (1973) regard such an
instructional procedure as important to the success of a
remedial program because it accommodates individual §if-
ferences, provides students assistance when needed, breaks
down the learning activities into more manageable tasks,
and allows student recycling until mastery of the course
objectives is achieved--strategies designed to assure
student achievement.

Research on the effectiveness of individualized
instruction is lacking in the college setting, largely
due to different conceptualizations of what it involves
(Roueche and Dobbins, n.d.). Nevertheless, self-paced
instruction, which is a2 erucial cbmponent of individualized
instruction, does result in higher grades as compared to

lecture classes (Cobb, 1970; McMichael and Corey, 1969).

Volunteer Instructors. In his earliest study

ot remedial programs, in which all were demonstrated as

unsuccessful, Roueche (1968) found that instructors in
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these programs were most often low in departmental pres-
tige. Teaching students who were not "college material"
by traditional definitions was a distasteful task. More
successful programs identified in later studies (Kirk,
1972; Roueche aand Kirk, 1973) found that teachers were
volunteers who enjoyed teaching these students and ex-
pected them to succeed. Though no.data exist to support
the assertion, the assumption behind the importance of
volunteer instructors is that they expect their students
to succeed. Rosenthal (1968) and Bloom (1971), among others,
have documented the close relation between teacher expec-

tations and student achievement.

Integrated Vocational Learning Experiences. A

literature search has uncovered no published studies on
this variable. Unpublished evaluation studies indicate
the potential importance of this instructional practice.
One such study, reported in a letter (Angus, 1972), indi-
cated that one hour spent in a Technical Report Writing
Lab where students received help for a writing assignment
made in a technical course resulted in a twelve point
gain in the knowledge of English grammar while students
who spent three hours a week in a Remedial Freshman Com-

position course gained only four points on the same test.
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Each group had the same mean score initially. Weddington
(1870) reports that students in & Communications Laboratory
where instruction was individualized and academic content
was integrated with a student‘s vocational interest--both
according to the definitions in this present study--made
higher grades than students in the more traditional class-
room setting. Moreover, completion rate for the course
was 80.8 percent as compared with 61.9 percent for the
traditional lecture class in English grammar. Another
unpublished report (Weddington, 1972) reveals a comple-
tion rate of 81 percent. An investigation of the causes
of the 19 percent attrition revealed all except one stu-
dent dropped out of school for reasons unrelated to this
particular course. One student was advised not to con-

tinue in the course,

Summary

This chapter has set the stage for this in~
vestigation, providing background information, problem
statement, purpose of the research and the guestions grow~
ing therefrom. The operational definitions and a deserip-
tion of the variables were stated as well,

The next chapter contains a review of the litera-

ture related to the issues of this study.
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CHAPTER II

REVIEW OF THE LITERATURE

Introduction

This chapter contains a review of the literature
which centers on four areas:

(1) studies of remedial education that deal with
various aspects of this general topic;

(2) statements of educators concerning the goals and
needs of remedial programs for vocational-technical
students;

(3) research findings about self-concept as this
construct relates to achievement, and

(4) studlies that show the relationship between locus

of control and achievement.

Remedial Education, General

Kirk's review of the literature (1972) had two
focl: evaluation studies of remedial programs and the
criticisms of the community college. After his thorough

search, he drew three conclusions: (1) there is 1ittle

30



31

research concerning the effectiveness of remedial efforts
at community colleges in terms of academic performance,
persistence and student attitude; (2 moreover, existing
studies blaringly trumpet the ineffectiveness of such
programs; (3) critics of the community college focus on
the reluctance of these institutions to evaluate their
efforts--and thus document their claims--as well as the
overzealous aim of the community colleges in attempting
to serve such a broad constituency.

The situation has not changed appreciably. Only
two evaluation studies have appeared since then. Sharon
(1972) found that remedial students did not pass the subd-
sequent English credit course in significantly greater
numbers than the control group. The GPA of remedial stu-
dents, however, was half a letter grade higher and was
statistically significant. The study did not consider
persistence of students in the remedial course nor in the
subsequent credit course.

Bragg (1973) reports a comparison of postdevel-
opmental study studeants and regular students enrolled in
English and mathematies credit courses in a community

college. Five groups of postdevelopmental students had
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8 mean GPA above 2.00 on a four-point scale and two had
scores below. Postdevelopmental students did as well as
regular students in only one math and English course.

Ruchkin suggests two basic questions important
for future evaluation studies of remedial programs:

(1) Wwhat specific criteria may be used to asses a
compensatory program? (2) Which program components
are most successful in achieving highest eriterion
measures? (Ruchkin, 1972: 252)
She further proposes action-research that would (1) match
students with a variety of program offerings; (2) gather
demographic data on variables previously identified as
slgnificant variables in achievement and attitude studies;
and (3) investigate the institutional impact on disad-
vantaged students.

Remedial education has received additional at-
tention in two studies, one on & national and the other on
a state level. Morrison and Ferrante (1973) completed
the most extensive study of remedial education in conm-
munity colleges since Kirk's work. Upon surveying the
literature, they described two key components in compensa-
tory programs. One concerns entry into the institution

and includes special recruitment and financial aid. Once



33
in the institution varied strategies are employed to help
students succeed and these include instructlion in bdbasic
communication skills, teaching English as a second lan-
guage, tutorial programs, flexible evaluation (e.g., re-
peat courses), extended school experience, summer ses-
sions, cultural enrichment, black studies, special in-
structional practices, and guidance counseling services.
The authors surveyed the admissions policies, curricular
offeriqags and compensatory education offerings of a strati-
fied random sample of two-year colleges. Perhaps their
most significant finding was that "only 40 percent of the
public two-year colleges in this country have the cur-
ricular offerings and admissions policies expected of
public community colleges" (Morrison and Ferrante, 1972:
23). That is, while nearly all such institutions os-
tensibly have the open~-door policy, over 40 percent of
them actually require more than a high school diploma.
Approximately the same number offer special programs for
the academically disadvantaged.

Admittedly these authors did not seek to assess
the effects of these various remedial practices. Never-
theless, they hazard three suggestions for the improve-

ment of compensatory education in two-year colleges:
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extensive recruitment in the ghettos, special training
for faculty to deal with high risk students and develop-
ment of more courses in ethnic studies.

A report by the Texas Senate Interim Committee
on Public Junior Colleges (1973) concerning the presence
of disadvantaged students in two-year institutions and
the challenges they present to :the schools included recom~
mendations concerning the facilitetion of success by these
high risk students. The committee found that compensa-
tory education programs were the best hope for disad-
vantaged students, although such programs should be more
rigorously evaluated. The committee urged the schools
to encourage minority students to enroll, to seek all
possible financial aid for disadvantaged students, and to
grant institutional as well as transfer credit for all
remedial coursework. Turning to legislative action, tae
commnittee urged that remedial courses be completely funded and
this by contact hour, not the twelfth day headcount. The
committee also recommended that the legislature fund a
variety of programs to train people to teach disadvantaged

students.




Remedial Education, Vocation-Technical

Vocational educators concerned with a postsecon-
dary setting have said relatively little about remedial
education. All located statements on this topic deal with
the proposed goals for such a program. Apparently no
evaluation studlies exist.

Brookiugs (1967) suggests that pretechnical
programs are necessary to attract potential technical
students with inadequate backgrounds for success in a
technical program. The institution which offers the tech-
nical program is best suited to offer pretechnical work
which would provide opportunities to strengthen science,
mathematics, language and bvasic study skills. The author
emphasizes that students entering these programs must
show promise, being at least partially or moderately well
prepared. Venn (1972) echoes these suggestions.

Miller and Gillie (1970) indicate that academic
difficulty is the primary reason students leave post:
secondary vocational and technical education. Consequently,

of greatest importance is the offering of special,
remedial coursework designed to assist the willing,
financially able and well-motivated student who needs
special help in foundation courses prior to entry

into the regular vocational and technical program.
(Miller and Gillie, 1970: 186)
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They further suggest that these programs be tailored to
remedy an individual's specific academic deficiencies.
Moreover, such programs should provide some direct, "hands-
on" involvement in his area of interest.

Tompkins (1970) reports the conclusions of an
institute whose purpose was to accelerate the creation of
remedial programs for prospective vocational and technical
students:

1. All agreed that the highest priority was re-
search in this area.

2. Differences exist among educators concerning who
should be admitted into such programs, everyone
or only those who rank in the top 20th percentile
in their test scores.

3. Institute participants also disagreed about the
time frame for the program. Should it last one
Year or should entry .nd exit be based totally
on achievement?

4. All felt a need for tested curriculum designs.

5. Educators attending also concurred that no single
source about the implementation and operation of
a successful program existed.

8. Most participants were in general agreement con-

cerning the subjects that should be taught:
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communication skills, science, .::-hematics,
reading and study skills. One wri'er briefly
mentioned the importance of developing proper
attitudes.

Miller (1972) suggests three objectives of
remedial occupational education: (1) to provide instruec-
tion in basic academic skills; (2) to assist students in
making a realistic self-appraisal on the basis of exist-
ing skills, interest and aptitude; (3) to develop a com-
mitment to an "educational-vocational-personal goal."

Robertson (1973) argues that basic general edu-
cation is crucial for career education among disadvan-
taged students. Efforts to ameliorate academic deficien-
cies of such students should include the use of small
classes, programmed materials, paraprofessionals, self-
pacing, individualized instruction and a staff with spe-
cial competencies. Moreover, Robertson indiecates the
desirability of building curriculum materials around
occupational themes, thus adding interest to the subject
matter for these students. Another study concerned with
career education calls for a similar rapprochement of
occupational and academic subject matter (Committee for

Economic Development, 1971).
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Thomas (1973) has isolated self-concept, locus
of control and self-actualization, and aspiration as the
elements the literature regards as key to motivating dis-
advantaged students to achieve. Thomas reviews the litera-
ture on all four of these noncognitive variables. Self-
concept is multifaceted and has no clear relation to so-
cizl class, since all classes may feel good about some
accomplishments whether it be physical prowess or intel-
lectual abstraction. Significantly, however, lower cless
students do hold a more negative perception of themselves
as students. The author notes the positive relationship
between a more internally controlled student and academic
achievement and notes that changing the locus of control
from E toward I should be a primary objective of voca-
tional educators. Thomas' search revealed that most stu-
dents' aspirations, i.e., their anticipated achievements,
leaned strorgly toward the professional occupations
and were independent from their parents’ occupation.
Career plans, however, were more related to the occupa-
tion of the parents. With regard to self-actualization
Thomas emphasized the literature's insistence that it

was highly dependent on a healthy self~concept.
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Self-Concept

Fitts, who summarizes a vast body of literature
spawned by his Tennessee Scale for Self-Concept, reports
the broad finding that

effective human performance is positively correlated

with a healthy self-concept. (Fitts, 1972: 8)
With regard %o achievement tests, however, researchers
found few sipnificant or clear relationships between self-
concept and specific achievement scores. Many studies
attempted to increase achievement by increasing a stu-
dent's s21f-concept. On this point the evidence is clear:
increased achievement and improved self-concept were highly
correlated. The issue of cause and effect, however, was
not clarified. That is, the research could not affirm
which one caused the other.

Studies with this scale which used GPA as the
¢riterion for academic performance generally found a
h.gher correlation between this criterion and self~concept,
probably because students perceive grades as more sig-
nificant than nationally standardized tests. Other re-
search with Fitt's scale found that students who completed

srecific training programs had higher self-concepts than

those who did not.
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Purkey, summarizing the findings of researchers.
using a variety of instruments measuring self-concept,
made the following affirmation:
the overwhelming body of contemporary research points
consistently to the relationship between self-esteenm
and academic achievement and suggests strongly that
self-concept can no longer be ignored by parents and
teachers. (1970;: vavi)
Purkey as well as Combs (1953) points out that one's self-
concept, conceived as a multidimensional construet, is
relatively stable, requiring a relatively lengthy period
of time before changes in self-concept result. Conse-
quently, Purkey reports research that indicates
more specific self-perceptions as a student are better
predictors of school grades and on achievement tests
than a general self-concept measure. (1970: 43)

The instrument most commonly used for this pur-

pose is Brookover's Self-Concept of Academic Ability

Scale. Brookover used this instrument to study junior
high (1962, 1964) and senior high students (1967) who were
over~ or underachievers. In each instance he found a
significant positive relationship between self-concept
and GPA.

Other researchers have reported similar findings.

For example, Jones and Grieneeks (1970), studying sophomores
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at The University of Texas, used three measures of self-
perception to predict student achievement. They found
Brookover's scale to be "the most effective and consis-
tent” predictor for their collegiate sample. Epps (1969)
found that of ten variables examined, including socio-
economic status, amount of expected future education,
vocabulary score, perception of limited opportunities and
others, a student's self-concept of his academic ability
was the best predictor of a student's GPA. Moreover,
one's self-concept also had the highest correlation with
a person's expected education and vocabulary score.

Brookover (1964) made an intriguing finding:
self-concept is significantly and positively correlated
with perceived evaluations that significant others hold
of the student. On this basis Brookover pondered whether
or not it was possible to change a student's self-concept.
Olsen (1972) found that this task could be accomplished.
These students, who initially had a score of average to
above average ability, registered a significant increase
in self-concept after a precollege compensatory education

program nine months in duration.
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Locus of Control

The I-E construct is quite popular among re-
searchers, no doubt due to its generalizability to a wide
range of human behaviors. For example, studies have re-
lated it to the use of automobile seat belts (Bridge,
1971), reaction to disability (MacDonald and Hall, 1969
and others), smoking habits (James, Woodruff and Werner,
1965). The major reviews of the literature (Lefcourt,
1966; Throop, 1971; Wolk and DuCette, 1973) attest that
people in this society are handicapped if they have an
external locus of control orientation.

A pumber of studies provide strong evidence that
internal locus of control is highly correlated with achieve-
ment. As indicated previously, the "Coleman Report"
(Coleman et al., 1966) found that locus of control was a
better predictor of achievement by minority school chil-
dren than any other variable in the investigation. Studies
done in the early sixties found that internally oriented
students spent a greater amount of time on intellectual
pursuits, displayed substantially more intensity in their
academic affairs, and performed better on academic as

well as Intelligence tests than did externally controlled



43

students (Chance, 1965; Crandall, Katkovsy and Preston,
1962; Crandall, Katkovsy and Crandall, 1965). KXatz (1987)
found that internals earned significantly more credits
than externals. More recent studies provide evidence

that internality is positively correlated to scores on
achievement tests as well as GPA (Brown and Strickland,
1972; Friend, 1973; Nowicki and Duke, 1973, Nowicki and
Roundtree, 1971, and Nowicki and Strickland, 1973; Messer,
1972). Hjelle (1970) voices a dissent, indicating his
findings provided only marginal support for this predic-
tion. Two studies have found that black internals had
higher grades, more academic interests and scored higher
on achievement tests than did black externals (Gurin,
Gurin, Lao and Beattie, 1969; Lao, 1970). Gozali (1973)
suggests the reason why internals score better on achieve-
ment tests than externals: internals used time in a man-
ner systemetically related to item difficulty whereas

externals did not.

Summary

Little literature concerning the topic of this

study exists. The available literature is disparate,
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reflecting a variety of concerns. Nevertheless, some

themes or trends seem to be emerging among those concerned

with remedial programs:

(1)

(2)

(3)

(4)

(5)

Traditional noncredit, cognitively oriented
remedial programs remain ineffective.

Educators from both academic and occupational
fields agree to the importance of self-paced,
individualized instruction.

Career education is providing impetus for the
integration of academic and vocational learning
eXperiences.

The literature affirms significant relationship
between locus of control and self-concept with
achievement. Consequently, affective growth,
e.g., increase in self-concept and internality
in the locus of control, as well as cognitive
growth is an important goal of remedial education.
Only recently (ef. Tuomas, 1973) have vocational
educators come to this awareness.

Evaluation of developmental programs is only in
the beginning stages. Research must turn toward
identifying those variables which sccount for

student success.



This chapter examined the literature relevant

for the purpos2s of this investigation. The next section
will detail the research design and outline the procedures
used in gathering the data for all the variables. The
hypotheses for this study will be stated at the end of

the chapter.
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CHAPTER I ITI

RESEARCH DESIGN AND METHODOLOGY

Design

Selection of Institutions

Sensing the potential for skilled labor from
high risk students as well as the impact of the open door
policy, meany postsecondary institutions have created spe-~
cial courses and/or programs for such students. Remedial
education for vocational-technical students is done in a
variety of ways. No data exist to ascertain the effec-
tiveness of such programs. Given the varied institutional
responses Ruchkin suggests that

widespread and diverse institutional practices across
the netion may permit natural comparisons of effec-
tive approaches rather than reqriring controlled ex-
perimental efforts. (Ruchkin, 1972: 6)
Accordingly, each of the four institutions selected for
this study has a distinetive approach to remedial educa-
tion for vocational-technical students, as indicated by

the program descriptions (Chapter IV).

51



S5e

The second major reason for the selection of
these schools is their location. Three are located in or
near large urban areas. Special considerations led to the
inclusion of this fourth nonurban school. It has the largést
enrollment of any technical institute and a veritable
smorgasbord of vocational and technical offerings--the
greatest number in the state. Moreover, the school has
historically exercised leadership in the development of
remedial programs for vocational-technical students. The
school sponsored a national conference on this subject in
1970 (see Tompkins, 1970).

The selection of institutions located in large
crties is especially appropriate for several reasons.
First is the sheer number of students attending these
schools. The enrollment of the community colleges in-
cluded in this study represents nearly 13 percent of all
students enrolled in the two-year postsecondary institu-
tions of Texas. The selected institutions are in dis-
tricts representing almost 28 percent of the enrollment
in these institutions statewide (Coordinating Board,

1973).2 Additionally, the literature affirms that such

l10riginally this study included eight schools
where these figures were 20 percent and 45 percent re-
spectively. Various factors caused the elimination of
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citles contain the greatest number of educationally dis-

advantaged who are potential benefactors of vocational-
technical education--if adequate remedial programs are
available through which to process these new inputs into
the educational system. In the face of the massive need
of large city residents, Mangum (1971) suggests the goal
as no less than some formal postsecondary occupational
preparation for all. He further affirms his belief that
educational technology is in the last stages of experi-
mentation necessary for the achievement of this goal.
Cooperation of the selected institutions was
sought by a letter to appropriate administrative officials

(see Appendix A).

Selection of Subjects

Every student entering a remedial program in
the cooperating institutions for the Spring semester of

1974 and enrolling in at least nine hours of remedial work

these institutions from this study. Two were not con-
sidered because the number of students administered post-
tests (2 and 3) was not enough to be considered signifi-
cant in the data analysis. One program underwent an ad-
ministrative change resulting in the posttests not being
administered. The posttests from the other school were
lost in the United States mail.
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was selected as a subject. One school (referred to as
Remedial Program A in the program description) accepts
only vocational or technical students and offers remedial
work for no credit. Nearly all students eatering this
progranm take oniy course work in this particular program
and remain for an extended period of time. Upon success-
ful completion of the program they may enter a regular
curriculum. Those students who might have been referred
to this particular program with a prescription to remedy
a8 learning deflciency identified in regular curriculum
program are not included in this study. The students at
this institution,which is vn the quarter system; began
their coursework the first week in March. All other sube
Jects entered their respective programs between January

10 and 18.

Data Procurement

Independent Variables

Demographic Varjables. These data--sex, age,

ethnic background, family income and curriculum aspiration
--were gathered by means of the first section of the pre-

test instrument administered to all subjects upon entrance
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into the remedial program. (See Appendix B, page 1l41)
Program administrators at each school assumed the responsi-
bility of administering the instrument. ot all students
completed the first section, "student characteristics” un
the pretest. 1In order to secure these data the investi-
gator wrote the pame of the student in the appropriate
place on the instrument and circled the items to which
& reésponse was necessary. Program gdirectors then secured

the data and returned it to the investigator.:

Programmatic Variables. The statistical pro-

cedure used in the data analysis is more powerful with a
"yes" or "no" answer to the questions regarding the exis-
tence of these programmatic variables in each remedial
program. Each of the following questions seeks to ascer=-
tain the presence of a particular program variable. Each
question is followed by (a) the criteria for answering
each question affirmatively and (b) the method used for
gathering such data.

1. Does a program focus on self-concept development?

a. This goal had to be stated explicitly and
activities, probably a course, had to be

specifically designed to enhance a student's

self-concept. ‘
lFor the descriptive gtatistics referring to
these demographic variables, see Tables I-V at the end of
this chapter,




b. Progranm documents, interviews with program
directors and instructors, course syllabi
and related materials provided this evidence.

2. Did instructors volunteer their services for

this program?

a. Program directors stated that instructors
were volunteers. Selected teachers with whon
the interviewer discussed remedial courses
concurred with the director.

b. Interviews with each program director and
representatlve instructors provided these
data.

3. Is instruction in this program individualized?

a. An Instructional Questionnaire (Appendix C)
was administered to each instructor in each
program. The investigator administered the
instrument to the instructors in Remedial
Program A while program directors performed
this task at other inctitutions.

b. The mean score of each program had to exceed
€l, a number set by the instructional experts
who composed the gquestionnaire.

c. Cou.se syllabi and/or a unit of instruction

served as corroborative evidence.
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4. Are vocational learning experiences integrated
with the academic?

a. The English/Communications course provided
evidence that learning activities were re-
lated to a student's vocational interest.
Such evidence included the presence and use
of occupationally related books and/or stated
assignments in course syllabdi.

b. Interviews with instructors, examination of
course syllabi and learning materials pro-
vided the documentation.

See Appendix D for the table showing the exis-

tence or absence of these variables in every progranm.

The Program Itself as & Variable. This study

represents the first attempt to isolate particular program
variables which account for a significant amount of the
variance in the criterion variables. It was anticipated
on the basis of previous research (XKirk and Roueche,

1973) that three of the four specific program variables
chosen were likely to contribute a significant amount of
variance. People concerned with career education notei

the important of the fourth. These selected variables,
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however, were not expected to account for the entire amount
of variance. Other variables not specifically isolated
may very well contribute a significant amount of variance
unaccounted for in the variables examined by this study.
Consequently, the purpose of gathering individual program
descriptions was to:
(1) Provide evidence of the existence of the specific
program variables this study is examining; and
(2) Identify and describe additional characteristies
of each program which may account for the vari-
ance each program contributes for each criterion
measure. The commonalities and differences of
each program are important to note for this pur-
pose.
This investigation followed Roueche's lead (1968: 4) by
obtaining the following information about remedial pro-
grams:
1. Objectives of remedial programs.
2. Subject areas in remedial programs.
3. Organizational structure of programs.
4. Criteria used to place students in remedial pro-
grams.
S« Qualifications necessary to enter regular credit

courses.
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6. Grading practices and policies.
7. Methods of teacher assignment to remedial courses
and programs.
8. Counseling services provided students in remedial
programs,
9. Supplementary services to classroom instruction.
10. Instructional methods used in remedial programs.
Beyond these concerns information regarding any special
provisions or services offered to vocational-technical
students was gathered.

Program descriptions were secured from two
sources: written materials and interviews. Available
school catalogs, student and faculty handbooks, and course
descriptions were examined. In order to secure current
as well as more detailed information, the investigator

interviewed program administrators, teachers and counselors.

Dependent Variables

Grade Point Average. These data were gathered

at the end of the Spring semester from official school
records with the cooperation of the registrar at each

institution. One institution, Remedial Program A, does
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not give grades for remedial courses and thus provided

no data for this criterion variable.

Persistence. These data were gather~d from the

posttests or from official nchool record:s. Fach student
who completed a posttest upon completion of the course
objectives or end of the semester, whichever came first,
was treated as a persister. Program directors made cer-
tain each person who completed the semester or course
objectives took the posttest. If official student records
indicated a student received credit for coursework taken
in the Spring semester of 1974, even though he did not

take the posttest, he was also regarded as a persister.

Self-Concept. Brookover's Self-Concept of Aca-

demic Ability Scale (Annendix 3, p.146) was used to mea-
sure 2 ctudent's self-concept. The difference between
the pre- and nosttest scores was adjusted statistically
to provire the residual gain score which served as the

score for this criterion variable.

Locus of Control. Rotter's fSocial Attitude

Survey (Appendix b, P.143) was used tomeasure a student's

tocus of control. ‘''ne difference between the pre- and
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posttest scores was adjusted statistically to determine
the residual gain score which served as the score for

this criterion variable,

Instrumentation

Gelf-Concept. As indicated previously, many

Jifferent instruments exist to measure this construct.
Most of them, however, are global in nature and are not
amenable to a significant change rapidly. Consequently,
one discrete component of a studeat's self-image, demon-
strated as important to student academic achievement, was
chosen for measurement viz., the perception of his own
academic ability.

The selected instrument, Brookover's Self-Concept
of Academic Ability Scale (1964), is a twelve item Gutitman
Scale. Respondents select one of five possible answers,
whose values are on a continuum from five to one as fol-
lows: superior ability = 5; above average = 4; average =
5; below average = 2; and poor = 1., The points for all
questions are summed in order to measure the student's
perception of his academic ability. A total score of 60
indicates superior ability 48 above average; 36 average;

24 below average; and 12 poor.

For the descriptive statistics referring to
these demographic variables, see Tables VI-IX at the enad
of this chapter,
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Reliability coefficients of .82, .91, .92, and
.86 for males and .77, .84, .84 and .84 for females were

found in four separate studies.

Locus of Control. The instrument used to mea-

sure locus of control was Rotter's Social Attitude Survey
(Rotter, 1966), the one most commonly used in measuring
this construet. The I-E Scale iz a forced-choice ques-
tionnaire, consisting of twenty-nine items. Six of the
items are "fillers" with the remaining twenty-three offer-
ing a choice between an internally or externally worded
belief statement. The score is computed by adding the
number of external statements selected.

Rotter (1966) reports a reliability analysis
(Kuder-Richardson) which produced an r of .79 for males
and females. After one month r was .60 for males and .83
for females. With regard to the instrument's valldity,
Rotter reports correlations with Marlowe~Growne Social
Desirability Scale (19684) ranging from -.07 to =-.35.
Additionally Rotter (1966) reports several factor analyses
which support the assumption of this construct's unidi-
mensionality.

Recently, however, this scale's validity has

received criticism on two grounds: some items suffer from
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a8 social desirability biac and the construct itself ap-
pears to be multidimensional rather than unidimensional.

A chorus of researchers report factor analyses
which provide strong evidence of the I-E Scale's multi-
dimensionality (Gurin, 'Gurin, Lao and Beattie, 1969;
Levenson, 1973-17%; McDonald, 1973; Mirels, 19703 and
Abramowitz, 1973). Several new scales have been developed
in an attempt to overcome this one's deficiencies (see
Throop and McDonald, 1871). Nevertheless, recent studies
using the I-E Scale have identified thirteen 5téms that
cluster meaningfully (Mirels, 1870; MeDonald, 1973;
Abromowitz, 1973). These investigators have identified
two factors this scale adequately meésuresz Mastery over
one's life (personal causation--items 5, 10, 11, 15, ls,
18, 23, 25, 28) and personal impact on political insti-
tutions (political cansation items 12, 17, 22, and 29).
Mirels (1970) found that these items were all loaded .30
v greater for both males and females. Recent research
has confirmed the validity of these items and clusters
(McDonald, 1973; Abramowitz, 1973).

Moreover, despite Rotter's finding no socrial
desirability bias, other studies have found evidence to

the contrary, viz., several items, particularly those
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internally stated, suffer from this defect (Gold, 1968;
Cone, 1971; Joe, 1971). This bias is most strongly notice-
able among middle class fcmales attending four year col-
leges (Hjelle, 1971; Thurber, 1972).

Regardless of these difficulties with the I-E
Scale, it remains a valld instrument for this study. There
is little reason to believe the social desirability bias
of this instrument would seriously affect the S§'s responses
to the selected items. Few middle-class females were ex-
pected to enroll in these remedial programs. Moreover,
research has shown the thirteen items cluster meaningfully.
Since little work has been done to show the predictive
value of these two subscales of the I-E Scales for various
attitudinal and behavioral variables, this study will use
all thirteen items. The score will consist of the sum of

E items endorsed.

Hypotheses

Based upon the questions raised in Chapter I
and within the framework of design and method of this

study, the following hypotheses result:
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For Demographic Variables.

l. The five demographic variables considered coi-
lectively are not a significant predictor of
student GPA.

2. Sex is not a significant predictor of student
GPA.

S. Ethnic background is not a significant predictor
of student GPA.

4. Age is not a significant predictor of student
GPA.

S. Yearly family income is not a significant pre-
dictor of student GPA.

6. Type of curriculum is not a significant predictor
of student GPA.

7. The five demographic variables considered col-
lectively are not a significant predictor of
student persistence.

8. Sex is not a significant predictor of student
persistence.

9. Ethnic background is not a significant predictor
of student persistence.

10. Age is not a significant prediector of student

persistence.
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14,

15.

16.
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18.

19,

20.
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66
Yearly family income is not a significant pre-
dictor of student persistence.
Type of curriculum is not a significant pre-
dictor of student persistence.
The five demographic variables considered col-
lectively are not a significant predictor of
changes in student locus of control.
Sex is not a significant predictor of changes
in student locus of control.
Ethnic background is not a significant predictor
of changes in student locus of control.
Age is not a significant predictor of changes
in student locus of control.
Yearly family income is not a significant pre-
dictor of changes in student locus of control.
Type of curriculum is not a significant predictor
of cnanges in student locus of control.
The five demographic variables considered col-
lectively are not a sgignificant predictor of
change in student self-concept.
Sex is not a significant predictor of changes
in student self-concept.
Ethnic background is not a significant predictor

of changes in student self-concept. -
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23.

24.

25.

26.

27.

28.

29.

30.

31.
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Age is not a significant predictor of changes
in student self-concept.

Yearly family income is not a significant pre-
dictor of changes in student self-concept.
Type of curriculum is not a sigﬁificant pre~-

dictor of changes in student self-concept.

For Programmatic Variables.

The four programmatic variables considered col-
lectively are not a significant predictor of
student GPA.

Individuallization of instruction is not a sig-
nificant predictor of student GPA.

Program focus on self-concept development is
not a significant predictor of student GPA.
Volunteer teachers is not a significant pre-
dietor of student GPA.

Integrated vocational learning experiences is
not a significant predictor of student GPA.
Different remedial programs are not a signifi-
cant predictor of student GPA.

The four programmatic variables considered col-
lectively are not a significant predicitor of

student persistence.
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35.

36.

37.

58.

39.

40.
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Individualization of instruction is not a sig-
nificant predictor of student persistence.
Program focus on self-concept development is not
a significant predictor of student persistence.
Volunteer teachers is not & significant pre-
dictor of student persistence.
Integrated vocational learning experiences is
not a significant predictor of student persis-
tence.
Different remedial programs are not a significant
predictor of student persistence.
The four programmatic variables considered col-
lectively are not a significant predictor of
changes in student locus of control.
Individualization of instruction is not a sig-
nificant predictor of changes in student locus
of control.
Program focus on self-concept development is
not a significant predictor of changes in stu-
dent locus of control.
Volunteer teachers is not a significant pre-

dictor of changes in student locus of control.
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45,

44.

45.

48.

47,

48.

89

Integrated vocatlonal learning experiences is
not a significant predictor of changes in stu-
dent locus of control.

Different remedial programs are not a signifi-
cant predictor of changes in student locus of
control.

The four programmatic variables considered col-
lectively are not a significant predictor of
changes in student self-concept.
Individualization is not a significant predictor
of changes in student self-concept.

Program focus on self-concept development is
not a significant predictor of changes in stu-
dent self-concept.

Volunteer teachers is not a significant pre-
dictor of changes in student self-concept.
Integrated vocational learning experiences is
not a significant predictor of changes in stu-
dent self-concept.

Different remedial programs are not a signifi-
cant predictor of changes in student self-

concept.
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Summary

This section outlined the design for this study,
the methodology used in procuring appropriate data, as
well as the hypotheses derived from the questions this
investigation is seeking to answer. The next chapter
provides the first data gathered--a detalled description

of the four remedial programs selected for this study.



TABLE I

TYPE OF CURRICULUM

Type of Percent of

Curriculum Population
Vocational 25
Technical 32
College Parallel 14

Unknown 29
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TABLE II
SEX

M

Percent of

Sex Population
Male 82
Female 18

%
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TABLE III

AGE

Percent of

Age Population
18-20 24
2l-23 19
24-26 19

27 and above 38

13



TABLE IV
ETHENIC BACKGROUND

Percent of

Ethnic Background Population
Chicano 25
Black 40
White 34

Other -
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TABLE V

YEARLY FAMILY INCOME

Percent of

Income Population
$0-2,999 21
$3,000-4,999 2l
$5,000-7,499 24
$7,500 and above 35

mw
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TABLE VI

SELF~CONCEPT

Pretest
Range 19-59
Mean 39.178
Standard Deviation 6.76
Standard Error of the Mean . 60
Posttest
Range 20-59
Mean 41.861
Standard Deviation 6.49

Standard Error of the Mean .68
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TABLE VII

LOCUS OF CONTROL

Pretest
Range
Mean
Standard Deviation
Standard Error of the Mean

Posttest
Range
Mean
Stanudard Deviation
Standard Error of the Mean

0-11
5.44
2.44

.22

0-9

4.99

2.33
.25
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TABLE VIII
PERSISTENCE

e S e —————— L T e

Percent
Yes T4
No 26

e e T O L S

78
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TABLE IX
GPA
BEasl S e T — .3
Range .69-4,00
Mean 2.68
Standard Deviation .94

Standard Error of the Mean .12
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CHAPTER IV

PROGRAM DESCRIPTIONS

Introduction

The purpose of.this chapter is to provide detailed
descriptions of the remedial programs selected for this
study. A previous section of this paper (see pp. 57-9) has
described the function and focus of these descriptiuns.

This section also contains the evidence concern-
ing the existence of the specific programmatic variables
this study has examined as cutlined earlier (see pp. 55-7).
An asterisk (*) at the beginning of a paragraph in the fol-
lowing na--ative indicates the location of pertinent evi-~
dence concerning such variables. Appendix D summarizes the
findings of this investigation about the existence of these

variables in each program.

Remedial Program A

The chief purpose of Remedial Program A is the
preparation of students for regular vocational or technical

programs. This program is for students with academic

82
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deficiencies and/or uncertain career goals. Depending
upon the student's needs, this program may be terminal,
leading to direct job entry.

The Technical Development Curriculum offers a
wide array of subject areas. Two subjects, furniture up-
holstery and {ndustrial sewing-machine operation, lead
directly to job placement and require no additional course-
work outside this program. Other occupationally related
courses lead directly into other programs once the student
has exited from the remedial program. These courses in-
clude Basic Electricity, Basic Drafting and Basic Pho-
tography. These courses permit a student to explore sub-
Jects of possible vocational interest as well as learn
some foundation skills and secure basic information in
these areas., All students, unless severely limited aca-
demically, e.g., rgading at a second grade level, will
take at least one ~ourse that is vocationally oriented.

The subject areas also include several academic
courses, including SPcial Foundations, Preparatory Mathe-
matics I, General Concepts of Science, Communication Skills
and Reading Improvement. Additionally, science and mathe-
matics courses are designed to help prepare a student for

his chosen vocational or technical program. The reading
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course focuses on improvement of a student's reading rate,
comprehension and vocabulary as well as effectvive study ..
methods and library familiarization. The communications
course provides a review of English grammar necessary for
report writing.

The Occupational Relations course, taught by a
counselor, provides students the opportunity to explore
their interests, abilities and personality traits as they
relate to on-the-job demands such as punctuality. Proper
attitudes and work habits are emphasizead.

Organizationally, the Technical Development Cur-
riculum is Jjust anothe. .mpus program, on a par with all
others such as electronics or automotive mechanics. This
institution attempts to follow an industrial organizational
model as closely as possible, as indicated by admini:t -ative
titles and formal lines of reporting. Thus the chairman
of e remedial program may communicate directly with any man-
ager (Instructional Administration, Facilities and Curricu-
lum and Records and Admissions) while reporting directly
to the Ceneral Manager of Instruction, who supervises these
three managers,

Internally, flexibility is the key descriptor.

Classes are typically scheduled in one or two hour blocks,



85
two or three days per week. This year, however, the math-
ematics course is run as an open laboratory with students
required to spend at least five hours per week in it. All
courses may soon be organized along these lines. The time

i'pent and courses taken while in the program vary with
each individual student's needs and the objectives derived
from them. A student may enter or exit the program during
any school day. Approximately 100 students are enrolled
in this program on the average.

- To qualify for this program a person must have
no high school diploma or General Education Degree (GED).
Even with such certification a person may enter the program
if he functions on less than an eighth grade level and thus
qualifies as educationally i1isadvantaged. The Stanford
Achievemert Test (SAT) and the General Aftitude Test
Battery (GATB) are used to diagnose a student's academic
deficiencies. These scores, in addition to high school
records and other educational experiences, are evaluated
by the counselors to determine entry level in the various
courses.

The qualifications to enter regular credit
courses vary from prégram to program. All technical pro-~

grams leading to the Associate of Applied Science degree

-
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require a high school diploma or its equivalent as a mini-
mum admissions standard. More specific requirements for
each program are known by the remedial staff, who provide
the necessary information to the students in the articula-
tion process. A student may enter his chosen program as
soon as he demonstrates the ability to function in that
progran,

Since this 1s & noncredit program, no grades are
entered on the student's transcript. A student does re-
ceive the grade of "satisfactory” (8) upon the successful
completion of coursework. A student withdrawing from the
program for any reason receives a WP, "withdrawal passing."

"Instructors and counselors were hired specifical-
ly for this ﬁrogram. Most of the staff had prior experi-
ence with educationally disadvantaged students. The staff
consists of eight imnstructors, two full-time and two part-
time evening counselors, a job developer and the program
chairman.

The counselors periorn a variety of tasks, in-
cluding the initial interviewing, testing and scheduling.
One counselor teaches the Occupational Relations course
while the other is responsible for student recruitment for

ell regular campus programs and part-time job placement
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for students enrolled in the remedial program. The QOb
developer concentrates on placement from the upholstery

and sewing courses and is developing other industrial
courses. Students seek out the counselors to assist them
with their social and emotional problems. A special weekly
meeting with all instructors is being developed in order to
exchange irformation concerning students with special needs.

*The basic instructional method involves the use
of self~paced programred instruction. This material has
implicd behavioral objectives with built-in flow charts to
mark student progress through the sequenced materials,
Supplementary materials are used when desirable. Lecturing
is uncommon., The low student-teacher ratio permits con-
siderable personal attention. Various media are widely
used primarily in the reading classes.

Several changes in instruction are currently be-
ing developed. One instructor is beginning to develop ex-
plicit behavioral objectives in photography and drafting.
Reading and mathematics instructors have started the process
of integrating academic learning experiences with a stu-
dent's vocational choice. Few supplementary services to
classroom instruction exist, since all work is done in the

classroom and students usually spend thirty hours & week in
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class. Field trips to various industries constitute the

chief out-of-~class activity.

Remedial Program B

The chief purpose of the Guided Studies program
at College B is to prepare students for a regular acadenic,
vocational or technical curriculum. Accordingly, the cata-
log states the qualification for entering a regular cure
riculum is the completion of "the recommended program of
guided studies with at least a 'C' average." Then the
student's cholce of curriculum is eligible for approval by
a departmental chairman or counselor.

Six subjects are taughi in the Guided Studies
program: Engligh, history, mathematics, reading, science
and speech. FEach department offers one course. The pro-
gram is one semester in length, although a student may re-
peat the course if necessary. A student may receive twelve
hours of elective credit from these courses toward the
Associate Degree. Four-year institutions might accept these
remedial courses for credit, depending on their institu-
ticnal policies and requirements for specific degree pro-

grams.
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Organizationally, Guided Studies is interdepart-
mental, with the reading instructor, who is also the Direc~-
tor of the Learning Resource Center, serving as the Coordi-
nator. Students in the reading class are also enrolled in
English and often other remedial courses as well. A person
from each department, usually the chalrperson, is respon-
sible for the remedial offerings in that department. The
céordinator, whose chief responsibility is to keep the com-~
munication lines open, will call meetings about four times
a vear to discuss problems and recommendations for future
action., In general, each department is responsible for
course content, instructional method and direction of its
course. Remedial students usually enroll in at least one
vocational course in addition to the academic ones.

This semester ten instructors are involved in
teaching remedial courses--five in English, three in read-
ing and one each in math and history. Thou.gh some instruc-
tors are assigned and a few might volunteer, instructional
"esponsibility is usually rotated among the departmental
staff. Exceptions to this are the reading and mathematics
department. All reading courses are remedial and these
instructors are secured specifically to work with high-risk

students. 1In the mathrmatics department the chairperson
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has a pool of instructors with some interest and skill in
teaching such students, among whom he rotates this assign-
ment.

Students enter the remedial program primarily on
the bdbasis of ACT scores. The cut-off scores for each sub-
Ject are as follows: English, 12; mathematics, 7; and
history, 10. Enrollment in these courses is mandatory
only if a student's career objective demands such a pre=-
requisite. Some exceptions are made, primarily when a high
school transcript indicates a stronger background than the
L ACT indicates.

The English department has a course guide which
all instructors follow. The programmed textbook used
focuses on grammar and usage. Additional emphases include
spelling and the construction of sentences and paragraphs.
The reading course focuses on vocabulary, comprehension,
speed, listening skills, dicfionary usage and study skills.
With classes usually ~onsisting of no more than fifteen
students, instructors esre a .e to provide considerable in-
dividual attention. The history class is an introductory
social science course covering the disciplines of history,
economies and sociology. Whole numbers, Iractions, deci-
mals, proportion and some elementary higher mathematics

constitute the content of the mathematics course,
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Instructional methods vary widely. Lecturing is
the common mede of instruction in English. A programmed
textbook is used as well., The English Skills laboratory
contains simrlified printed matter and some hardware which
is available to all students in the school. Lab assistants,
who manage the instructional material, alsc serve as tutors.
Tutoring is often done in small groups. A student can be
assigned a tutor if he has a serious need. Higstory classes
have some lectures, but also make wide use cof filmstrips,
records, films and discussion groups. Occasional field
trips are taken. Students may also attend various lectures
the history department sponsors. Various media are also
used in the reading class. Different levels of materials
are used for each student, depending on his need. In mathe-~
matics, computer-prepared pretests are administered for
diagnostic purposes. While all students cover the same
basic content, one may omit practice sessions if he is
comfortable with the material. If a student does poorly
on the computer-prepared posttest, he has the opportunity
to retake a similar gquiz after a period of adéitional re-
view. A student who is extremely siow ani loes not respond
to the standard format, i.e., exn'anation, drill and quiz,

may use the computer assisted instruct’on system.
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This program follows the institutional four-point
grading system. Credit is received for the grades A-D,
with F a failing grade. A student receives a WP for with-
drawing while passing and a WF if he 1is failing, An I
signifies an incomplete which must be completed within the
subsequent semester or it becomes an F automatically, 1In
order to remain in good academic standing a student must
accumulate a certain number of credits and grade points per
number of credits attempted, as indicated by a sliding
scale in the catalog. For example, a student taking twelve
semester hours must pass a minimum of seven and accumulate
& minimum of seventeen grade points,

No special counseling services are available to
these high-risk students that are not available to the
remainder of the college population. Counselors have the
responsibility of student placenent, Counseling offices
are located in five satellite centers in various areas of
the campus. Some remedial stuients have some additional
counseling and tutoring services available in Special
Services, a government funded project for economically dis~
advantaged students. Participation in this project is
voluntary and not limited to students who are required to

take remedial courses. Counselors are routinely in contact
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with all students {in the institution who received a D or F

at mid-semester, concentrating on students with more than

one.

Remedial lrogram C

The rationale behind the development of the Pre-
technical Program at School D is particularly informative.
This institution has had a developmental program for several
years. However, its primary purpose was to provide the
first year of academic work toward the Associate of Arts
degree. The faculty and staff perceived that most students
were oriented more toward vocational or technical subjects
rather than college transfer. Consequently, a major ob-
Jective of the program became the redirection of these
students toward a vocational or technical curriculum. As
& result of changing his occupational direction, a student
lost half of his credits because the Associate of Applied
Science degree did not require a year of general education,
Thus the Department of Applied Studies was created to meet
the needs of these students.

In spite of the diversity described later, the
programs in the Department of Applied Studies which are in-

cluded in this study share several objectives as follows:
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1. To assist a student in developing fundamental
skills basic to success in a business, technical or voca-
tional program.

2. To aid the student in developing a tetter under-
standing of his abilities and limitations.

5. To aid the student in making a realistic vocational
decision on completion of the program.

4. To assist the student in developing skills in in-

terpersonal relations and a more positive self-.concept.

The inability to control the environment because
of the courses taken outside the department hampers the ef-
fort to develop self-concept according to thz2 staff. The
staff attempts to keep a student in school at least until
he has found himself vocationally. Direct job placement
of students in the pr;gram 1s sometimes done.

Applied Studies is in a department within the
Division of General Studies, one of six devisions in the
college. The chairman of the Applied Studies Department
reports directly to the chairman of the D’vision. Other
departments in the Division include the two Basic Study
teams, Reading and Human Development. The department itself
contains four distinct components, three of which are in-

cluded in this study: the Pretechnical (or prevocational)
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program, the Prebusiness program and the Veterans' program.
A core curriculum of three courses, Applied Communicatione,
College Reading and Human Relations, constitutes their bagic
commonality. In addition, Pretechnical students take Ap-
rlied Physics and Math and a Special Problems course which
provides a survey of various occupsations, Prebusiness
students enroll in two business eleciives while those in
the Veterans' take Contemporary Social !roblems as no pre-~
technical or prebusiness electives are ¢ vfered at d&ght.

These programs, whose courses all apply toward
the A.A.S, degree, are designed to last one semester, al-~
though a few additional courses are available the second
semester. Classes are held in fifty-minute blocks. The
Pretechnical and Prebusiness programs operate during the
day and the Veterans' at night.

*The Human Relations Course is theoretical as
well as practical. Several theories of behavior are de~
scribed, e.g., Freud, Skinner, Glasser, ete. The Trans-
actional Analysis model is used to assist students in under-
standing themselves as well asg interpersonal relationships.
Most didactic material is presented in the context of grouyp
work. Different types of group activities such as role-

rlaying, gaming, counseling, etc. are designed to facilitate
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& student's protlem~scliving abilities ané to assist him in
planning his career. Career planning also involves an
analysis of the job market and practice in filling out ap-
plications and develuoping & resumé. All of thesge activities
aere designed to maks a student more aware of his environ-
mental controls ard create more confidence in himself as a
competent human being.

*Basic Ccmmunications focuses on writing., Ini-
tially, considerable time is spent in breaking down student
resistance resulting from previous experiences in English
courses. Instructors reinforce observable student achieve-
ment in order to ass'st the student in developing & more
Positive personal image. Composition is taught inductively.
Students begin by analyzing the structure of compositions,
then paragraphs and finally sentences. Points concerning
grammatical refinements such as capitalization and punctua-
tion are made in the process of writing the composition.
Instructors assist students’ vocabulary building in their
own occupational field and encourage them to write on toples
relating to their future occupation. Several writing as-
signments specifically reflect various aspects of the work~
aday world.

In ofder to accommodate the wide variety of

student interest and reading abllity, the College Reading
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course offers a wide variety of published and instructor-
made materials. High interest reading materials on all
levels are available. Individual diagnosis and learning
assignments are made. Pretesting and periodic testing docu-
ment student progress in comprehension and rate. Team
teaching is utilized as are various media.

No screening of veterans entering the program is
done. They enter if they see the program as having value
for them., Students are advisegd concerning the availability
of the Pretechnical and Prebusiness programs if their com-
posite scores are under thirteen on the ACT. They may en-
roll if interested.

*Volunteer instructors teach all courses. The
instructional staff consists of six full-time people, seven
who have major responsibilities in Basic Studies and two
part-time night instructors.

Instructors who teach the Human Relations course
also double as counselors. In addition, students also
have access to other counselors on campus. Counselors
routinely administer the General Aptitude Test, the Tennes-
see Scale of Self-Concept, the Kuder Interest Profile and
the Beta (nonverbal) intelligence test. On the basis of

these tests counselors identify students who will need the
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most affective support in order to suc-eed in the program,
Social activities for student and instructors help
foster a supportive ervironment, The tutoring service
available to all colleg- ctudents is open to developmental
students through a referral system.

This institution has a four point grading system,
with grade A-D passing and F and WF failing. A student may
receive an approved withdrawal W up to two weeks from the
final examination. An I (incomplete) may be given with the
consent of the instructor and the Dean of Instruetion., Un-
less the student completes course objectives withnin thirty
days, the I changes to an F.

i

Remedial Program D

This program is designed for students whose aca-
demic background is not as deficient as those who are as-
signed to the regular school remedial program, but who are
still unable to compete in regular technical programs that
require a strong mathematical background. The two programs
that most commonly enroll students in this remedial program
are Engineering Technology and Architectural Drafting. ‘Thus
the basic purpose of the pretechnical program is to provide
the prerequisite knowledge and skills for the student's

successful completion of these two technical programs,
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Three subject areas exist: English, mathematics
and electrical engineering technology. All of these courses
are four credit hours, with three hours of lecture and@ three
of laboratory. The schuol's regular remedial program has
no laboratory work. The mathematics course begins with a
review of fractions and goes through algebra in preparation
for the regular college algebra course. Laboratory time 1is
typically spent in working problems on the board in order
to diagnose individual problems.

The electrical engineering course basically in-
volves an intreduction to electricity. It requires little
abstraction, emphasizing the memorization of terminology,
symbols and resistor color codes. The laboratory involves
learning to recognize the basis electronic hardware and
elementary wiring. From the outset of the class a student
is aware that he :rill pass the course, probably with a high
grade, if he completes his performance objectives and ex-
hibits dependability, the initiative and the ability to
follow orders. Both of these two courses are taught by
Instructors from the college's technical division,

The English course is taught by instructors from
the academic curriculum. The bulk of the course is gevoted

to composition with a student expected to write a 500 worg
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theme at the end of the semester. Reading and spelling are
also emphasized. The lecture reriod is usually half lecture
and half class participation. Many sudiovisuals such as
films and transparencies are frequently used. The labora-
tory time includes a brief period devoted to spelling with
one hour devoted to reading. Usually cne hour of the
lad is devoted to lectures on reading and notetaking. Dur-
ing the reading laboratory the instructor has individual
conferences with students concerning their progress.

The electronics and mathematics courses are under
the supervision of the Assistant Dean for Technical Educa-
tion while the English course is offered under the auspices
of the school's English deparment. Aside from the electri~
cal engineering course which is taught by an instructor
with a special interest, the pretechnical courses are
usually assigned to people in terms of their availability,
Teachers with lighter workloads are usually selected. A1l
three courses are one semester in length, and institutional
credit is granted for each. The English and mathematics
instructors give tests before the twelfth class day in or-
der to determine if students are misplaced. If they are,
they may withdraw and enroll in the correct class.

A student is admitted into the pretechnical

program on the basis of his ACT scores (or similar tests,
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the SAT or CGP), high school transcript and vocational in-
terest. The ACT cut-off score for the Engiish and mathe-~
matics section is typlically 15, Most weight, however, is
attached to the high school transcript. Entrance into the
rretechnical program is not absolutely mandatory, since a
student can pursue the original recommendation by the
counselor all the way to the president. Rarely do appeals
reach this level, however.

Additional information is necessary to understand
the rationale bvehing a recommendation to take the pre-
technical courses. The school catalog requires that a
student have two years of high school algebra before gradu-~
ation unless he proves his ability to function in a program
without this amount of algebra. Only in the Engineering
Technology and Architectural Drafting programs is it neces-
sary for students to have this amount of algebra. Typically
these students also need the electrical engineering course.
Both of these courses are prerequisite to the beginning
mathematics course in these two programs. Theoretically a
person could enter a regular technical curriculum before
taking the pretechnical courses, since the latter are merely
added on to the list of requirements for that particular

eurriculum. This cccasionally occurs in the English course
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since it 1s only a requirement for graduation, not a pre-
requisite for a particular course.

Grading practices follow institutional policy of
a four point grading system with grades of "A"~"F", An "I"
is given by the instructor when work is incomplete for an
acceptable reason. An "I" changes to an "F" after twelve
months. A 3tudent receives a "W" if he withdrew from class
within the first gix weeks of a semester or while passing
within the drop period. If a student is failing a courase
from which he withdraws after the first six weeks, he will
receive a "WF", A student is placed on probation unless he
receives a grade of "C" or better on three~fourths of the
work attempted.

Pretechnical students have the same ecunseling
services available to them as do other college students.
All counselors serve as vocational and academic advisors

as well as personal counselors.

Summary

This chapter contained a description of the
remedial programs chosen for this study. The next chapter
discusses the statistica) procedure used in this study and

provides the results of the data analysis for each hypothesis.




CHAPTER v

DATA ANALYSIS

Statistical Procedures

Since this study's basic goal is to identify
those variables, demographic and programmatic, which are
the best predictors for studeat success, the statistical
procedure selected had to be appropriate for this purpose.
Veldman states that multiple regression analysis

may be considered a general model for testing any

hypothesis cast in the form of predicting a criterion

from particular sources of information. (1967: 294)
Consequently, multiple linear regression analysis was
utilized in analyzing the data collected for this study.
This method of analysis is particularly advantageous be~
cause it permits testing the predictive efficiency of
various linear models while holding some variables, i.e.,
covariables, constant. For each hypothesis in this study
a number of predictor variables were considered stimul-
taneously in relation to a eriterion while other predictors

were held constant.

103
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The utility of a multiple regression approach
in determining the predictive efficiency of sets of vari-
ables has been amply demonstrated (Kelly et al., 1969;
Overall and Klett, 1972). The analvtie procedure employed
in multiple regression is to determine a set of welghts
for the predictor variables which will yield a composite
score that maximally correlates with the criterion vari-
able (Veldman, 1967). Analysis of the present data was
performed by Progrem REGRAN (Veldman, 1967).

The following equation expresses the basin
multiple linear regression model used to accept or reject
the hypotheses of this study:

Y = U+ a X + X + ... + E
%0 1 S

a_ X
2 2 13 13
where
Y = the criterion variable, i.e, GPA, persistence,
changes in locus of contrcl and changes in self.

concept, and

&0’ al, oo als the least square weights of the
following vectors.
U = Unit vector

>

Xl = Sex
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Xa = Ethnic Background

X = Age

4 = Yearly Family Income

X = Type of Curriculum

Xs = Individualized Instruction

X7 = Program Focus on Self-Concept Development
Xg = Integrated Vocational Learning Experiences
x9 = Volunteer Teachers

Xlo = Remedial Program A
xll = Remedial Program B

Remedial Program C

>
j
[y

fl

xlS = Remedial Program D
Full models which included all predictor vari-
ables were developed for each of the four criterion vari-
ables used in this investigation. When predictors were
removed one at a time from the full model, restricted
models were obtained for comparison with the full model.
Restricted models were created in order to pro-
vide information for each of the thirteen predictors.
By eliminating & predictor variable from the full model,
the predic&ed values computed would not include any vari-
ance attributable to the particular predictor being ex-

amined. Moreover, since one of the concerns of this
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research was to ascertain the collective pover of program

variables vis-a-vis demographic variables, restricted

models were prepared that includegd all programmatic varie-
ables and all demographic variables respectively.

In analyzing the hypotheses concerned wvith
individual remedial programs two different restricted
models were used in successive analyses. One restricted
model treated the individual remedial programs collec-
tively as one predictor. The next analysis droke out
each remedial program and treated each as a separate pre-
dictor. This strategy made it possible to ascertain if
remedial programs contributed a significant amount of
variance, and if so, which one(s) made a significant con-
tribution.

As & function of the small number of remedial
programs examined in this investigation, the programmatic
variables had to be excluded from the analysis of indi-
vidual remedial programs since many of the predictors
would be lianearly dependent. For example, if one program
element was unique to one remedial program, the vectors
for the programmatic variable and the remedial program
would be identical and one would be completely predictive,

i.e., lirnearly dependent of the other. Consequently, *he
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variance contributed to the criterion variables by indi.
vidual remedial programs included that variance contrib.
uted by the programmatic variables as well as additional
variance of the particular program under consideration.

A further difficulty was encountered in analyzing
each program. In & multiple regression equation using
classification membership ("dummy" variables) the classifi-
catia..ﬁigferships must be independent. In this analysis
with four schools in which a student might be classified,
only three degreevs of freedom exist. Thus, if all the
subjects classified in three remedial programs are known,
then the subjects classified in the fourth are automati-
cally known. The subjects in the fourth classification
cannot be treated in the analysis, then, because the test
of independence is not met. Consequently, it was not pos-
sible to make all comparisons using multiple regression
analysis. Comparisons were made according to which pro-
grams it was felt would indicate the largest effect.

Bottenberg and Ward state the usefulness of the
restricted model in allowing the researcher

to examine the contribution of onme vector to the
efficiency of the prediction system is to ascertain
if this vector contributes information not available

in the other vectors used in the system of predictors.
(1963: 52)
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F-Tests

Comparing the multiple linear regression full
models with the restricted models for each predictor
variable made possible the determination of the effect of
the predictors in the full model by means of an F-test.

Following is the formula for an F-test:

4 2
L - M’S )/(X, -
(1 - 4,) /(0 - x,)

Where:
MAZ is the squared multiple correlation for the full
nodel;

MB2 i1s the squared multiple correlation for the
restricted model;

KA is the number of linearly dependent predictors in
the full model;

Kg 15 the number of linearly dependent predictors in
the restricted model;

4 is the number of subjects in the sample. (Veldman,
1967)
The F-ratios and the probability values gen-
erated by computing the F-test served as the basis for
rejecting or failing to reject the null hypotheses »f

this study. The analytical procedure assumes that the
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deletion of a predictor which causes a significant reduc-

tion of the full model RZ

indicates that the predictor
contributed significantly to the prediction of the crie
terion. A significant F-ratio indicates that statistical
differences are most likely not due to chance. The level
of probability (or alpha) indicates the degree of confi-
dence with which the null hypotheses may be falsely re-
Jected. For the purpose of this study a probability

level of .05 was arbitrarily selected as the level of

significance for testing the hypotheses.

Hypotheses and Data Analysis

The following section provides a statement of
the hypotheses followed by the statement of acceptance
or rejection based on the p value. The more common word
"accepted" will be used in this discussion as the opposite
of "rejected”" instead of the technically correct warase
"failed to be rejected." For rejection p must be < .05;
for acceptance, > .05. Tables X-XIII at the end of this
chapter summarize the results of the datsa analysis for
each of the four criterion varliables, giving the differ-
ence in R2 between full and restricted models, F value

and prodbability value for each predictor variable.
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Demographic Variables

1.

4.

The five demographiec variables together are not

a slgnificant predictor of student GPA.

This null hypothesis was rejected at p < .01.

GPA. This null hypothesis was accepted with

p > .05,

Ethnic background is not a significant pre-

dictor of student GPA. This null hypothesis

vas accepted with p > .@85.

Age 1is not a significant predictor of student

GPA. This null hypothesis was rejected at
P < .01.

Yearly family income is not a significant pre-~

dictor of student GPA. This null hypotheses was

rejected at p < .01.

Type of curriculum is not & significant pre-

dictor of student GPA. This null hypothesis

was accepted at p > .065.

The five demographic variables together are not

This null hypothesis was accepted with p > .05,



10.

11l.

1z.

13.

l4.
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Sex is not a significant predictor of student

bersistence. This null hypothesis was accepted

with p > .05.

Ethnic background is not a significant predictor

of student persistence. This null hypothesis

was accepted with p > .085.

TIype of curriculum is not a significant predictor

of student persistence. This null hypothesis

was accepted with p > .05.

Age is not a significant predictor of student

persistence. This null hypothesis was accepted

with p > .05.

Yearly family income is not & significant pre-

dictor of student persistence. This null hy-

pothesis was also accepted at p > .05.

The five demographic variables together are not

8 significunt predictor of changes in student

locus of control. This null hypothesis was

accepted at p > ,05.

Sex is not & significant predictor of changes

in student locus of control. This null hy-

pothesis was accepted at P > .05,



18.

17.

18.

19.

20.

21.

22.
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Ethnic background is not a significant pre-

dictor of changes in student locus of control.

This null hypothesis was accepted with p > .05,

Age is not a significant predictor of changes

in student locus of control. This null hy-

pothesis was rejected at p < ,01.

Yearly family income is not a significant pre-

dictor of changes in student locus of control.

This null hypothesis was accepted at P > .0G.

This null hypothesis was accepted with p > ,05.

Ihe five demographic variables together are not

a significant predictor of changes in student

self-concept. This null hypothesis was ac~

cepted a+ p > ,05.

Sex is not a significant predictor of changes

in student self-concept. This null hypothesis

was accepted at p > ,05.

Ethnic background is a significant predictor

of changes in student self-concept. This null

hypothesis was accepted with P > .05,

Age is not a significant predictor of changes

in student self-concept. This null hypothesis

was accepted with p > .05.
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23. Yearly family income is not = significant pre-

dictor of changes in student self-concept. Tnis

hypothesis was accepted with p > .05.

4. Type of curriculum is not a significant predictor

of changes in student self-concept. This null

hypothesis was accepted with p > ,05.

Programmatic Variables

~

z5. The four programmatic variables together are

not & significant predictor of student GPA.

This null hypothesis was rejected at p < .01,

26, Individualization of instruction is not a sig~

nificant predictor of student GPA. This null

hypothesis was accepted with p > .05.

27. Program focus on self-concept development is

nota significant prediector of student CFra.

This null hypothesis was accepted with p > .05,

28. Volunteer teachers are not a_significant pre-

dictor of student GPA. This null hypothesis

was accepted with p > .05,

29. Integrated vocational learning experiences are

This null hypothesis was also accepted with

p > .05,
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35.

34.

35.
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Different remedial programs are not a signifi-

cant predictor of student GPA. This null hy-

pothesis was rejected at p < .01 for all pro-
grams combined. Individually
Program B was not & significant predictor
(p > .08);
Program D was a significant predictor (p < .01).

The four prograumatic variables together are

not a signific.nt predictor of student persis~
tence., This null hypothesis was rejected at
P > .08,

Individualization of instruction is not a sig~

nificant predictor of student persistence, This

null hypothesis was accepted with P > .05.

Program focus on self-concept development is

not a significant predictor of student persisg~

tence. This null hypothesis wasg accepted with
p > .08.

Volunteer teachers are not & significent pre-

of student persistence. This null hypothesis

wvas accepted with p > ,05.

Intearated vocational learning experiences are

not a significant predictor of student persig-

tence. This null hypothesis was accepted with

P > .085.
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39.

40.

4.
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Different remedial programsg are not a signifi-

cant predictqzﬁpf student persistence. This

null hypothesls was accepted for all programs
combined at p > .05, Individually, however,
cne orogram was a significsnt predictor:

Program C (p < .01)

Program B (p > .05)

Program D (p. > .05)

The four programmatic variables together are

dent locus of control. This null hypothesis

was rejected at p < ,01.

Individualization of instruction is not a sig-

nificant predictor of changes in student locus

of control. This null hypothesis failed to be

rejected at p > .05,

Program fo:us on self-concept development is

not a significant predictor of changes in stu-

dent locus of control. This null hypothesis

was accepted at p > ,05.

dictor of changes in student locus of control.

This null hypothesis was accepted at p > .05,

Integrated vocational learning experiences are

not a_siguificant predictor of changes in student
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44.
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locus of control. This null hypothesis was ac-

cepted with p > .05.

predictor of chaqgegﬁin student locus of control.

This null hypothesis was rejected for all pro-
grams considered together at p < .0l. One indi-
vidual program was & ei . nificant predictor:
Program B (p < .01)
Program C (p > .0s)

Program A (p > .0s)

a significant_prgdictor of changes in student

self-concept. This null hypothesis was gaccepted

with p > .08,

Individualization of instruction is not a signif.

icant predictor of cygqges in student self-

concept. This null hypothesis was accepted with
P> .05.

Program focus on se}gjconceptgggvelqpment is not

e significant predictor of changegﬁ;p student

self-concept. This null hypothesis was accepted
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46. Volunteer teachers are not a significant predic-

tor of changes in student self-concept. This

null hypothesis was accepted with p > .05,

47. Integrated voqgﬁ}onal learningrexperiences are

not a sigaificant predictor of changes in student

self~concept. This null hypothesis was also

accepted with p > .05.

48. Different remedial programs are not a significant

predictor of changes in student self.concept.

This null hypothesis was accepted for all pro-
grams combined (p > .05) as well as all individ.-
ual programs:

Program A (p > ,05)

Program B (p > ,05)

Program C (p > .05)

Summary

This chapter described the basie statisc.cal pro.

cedure used in analyzing the data gathered for this inves-

tigation and the results of the data analysis for each hy-
pothesis. The final chapter will provide a summary of this
investigation, state the findings in relationship to the
research questions raised initially and suggest recommenda-

tions for additional researech and administrative action,.
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TABLE X

RELATIONSHIP OF FREDICTORS TO THE CRITERION: GPA

R2 Probability
Predictor Difference F af Value
All Five Demographic

Combined .22 5.51 s/52 < .0l

Sex .00 .00 1/52 > .05

Ethnic Background .00 .31 1/52 > .08

Age .09 11.73 1/52 < .01

Yearly Family Income .10 12.05 1/s2 < .01

Type of Curriculum 01 .56 1/52 > .05

Programmatic

Four Programmatic

Variables Combined 14w 3.47 4/52 < 01
Individualized

Instruction .00 .00 1/52 > .05
Program Focus on Self-~

Concept Development .00 .00 1/s52 > .05
Volunteer Teachers .00 .00 1/52 > .05
Integrated Vocational

Learning Experiences .00 .00 1/52 > .05
All Remedial Programs

Combined .14 9.17 2/55 < .01
Remedial Program A no grades given
Remedial Program B .02 2,85 1/55 > ,05
Remedial. Program C° e - - -
Remedial Program D .14 18.32 1/55 < .01

— e -

*This amount of variance is possiblqgfor all four program-

matic variables combined when none exists for idual variables
simply because of their high correlation.
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TABLE XI

RELATIONSHIP OF PREDICTORS TO THE CRITERION: FERSISTENCE

RE Probability
Predictor Difference F af Value
All Five Demographic
Combined .03 .93 5/118 > .05

Sex .00 .23 1/118 > .05

Ethnic Background .00 .05 1/118 > .05

Age .00 .63 1/118 > .08

Yearly Family Income .02 2.29 1/118 > .05

Type of Curriculum 01 1.31 1/118 > .05

Programmatic
Four Programmatic

Variables Combined 05 1.54 4/118 > .05
Individualized

Instruction .00 .00 1/118 > ,05
Program Focus on Self-

Development .00 .00 1/118 > .05
Volunteer Teachers .00 .00 1/118 > .05
Integrated Vocational

Learning Experiences .00 .00 1/118 > .05
All Remedial Programs

Combined .05 2.10 3/119 > .05
Remedial Program A - . - -
Remedial Progrem B .02 2.76 1/119 > .05
Remedial Program C .04 6.18 1/118 < .01
Remediel Program D .01 1.06 1/119 > .05
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TABLE XII
RELATIONSHIP OF PREDICTORS TO THE CRITERION: LOCUS OF CONTROL

RE Probability
Predictor Difference F af Value
All Five Demographic
Combined .07 1.49 5/80 > .05

Sex .00 .08 1/80 > .05

Ethnie Background 01 .58 1/80 > .05

Age .06 6.17 1/80 < .05

Yearly Family Income .00 .43 1/80 > .05

Type of Curriculum .01 1.01 1/80 .32

Programmatic
Four Programmatic

Variables Combined .11¢ 2.9 4/80 < .05
Individualized

Instruction .00 .00 1/80 > 05
Program Focus on Self~-

Concept Development .00 .00 1/80 > 05
Volunteer Teachers .00 .00 1/80 > .08
Integrated Vocational

Learring Experiences .00 .00 1/80 > .05
All Remedial Progreams

Combined .18 7.24 3/81 < .01
Remedial Program A .01 .17 1/81 > .05
Remedial Program B .10 12,64 1/81 < .01
Remedial Program C .05 .58 1/81 > .05
Remedial Program D - e - -

*The high correlation of individual programmatic variables
results in no variance contributed by individual variables, but a
significant amount by all of them together,




121
TABLE XIIT

RELATIONSHIP OF PREDICTORS TO THE CRITERION: SELF-CONCEFT

RE Probability
Fredictor Pifference F af Value
All Five Demographic
Combined 04 73 5/80 > .05

Sex .02 1.39 1/80 > .08

Ethnic Background .00 41 1/80 > .05

Age .01 .79 1/80 > .05

Yearly Family Income .00 01 1/80 > .05

Type of Curriculum .00 .37 1/80 > .08

Programmatic
Four Programmatic

Variables Combined 01 .24 4/80 > .05
Individualized

Instruction .00 .00 1/80 > .08
Program Focus on Self-

Concept Development .00 .00 1/80 > .08
Volunteer Teachers 00 .00 1/80 > .08
Integrated Voecational

Learning Experiences .00 .00 1/80 > .05
All Remedial Programs

Combined .01 .42 3/81 > .05
Remedial Program A 00 07 1/81 > .05
Remedial Program B .00 .07 1/81 > .05
Remedial Program C .00 .28 1/81 > .05

Remedial Program D -- - - -
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CHAPTER VI

SUMMARY, FINDINGS AND RECOMMENDATIONS

Sumna ry

The besic need this investigation addresses is
the lack of an evaluation study for remedial programs
in which postsecondary vocational-technical students are
enrclled. Administrators have very little data to use
in making decisions concerning program elements necessary
to facilitate studeat success in remedial programs. This
investigation sought to identify those demographic and
programmatic variables which were the best predictors of
student success in a program as measured by four criterion
varlables: GPA, persistence, increase in the internality
of student locus of control and increase in student self-
concept. The demographic variables examined were age,
sex, yearly family income, type of curriculum aspiration
and ethnic background. The programmatic varisbles iso-
lated were individualized instruction, integrated vo-
cational learning experiences, program focus =n self-

concept development and volunteer instructors. In order
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to capture the nrogrammatic variance unaccounted for by
these selected variables, the program itself was regarded
As a variable.

The basic concern behind this design was the
question of whether or not the educational processes (pro-
gram variables) of remedial programs were sufficiently
powerful to alter the anticipated output (ecriterion vari-
ables), which could typically be predicted from the char-
acteristlcs of the student input (demographic variables).

The criterion measures used to indicate student
--and therefore program--success included standard ones
such as GPA and persistence. "Two self-perception measures,
self-concept and locus of control, were also selected as
criterion variables because of their high cerrelation
with achievement.

A desirable goal of remedial programs would be
to cause a positive shift in these psychological con-
structs of remedial students in order to enhance the like-
lihooud of their future acshievement.

Chapter I provided background information con-
cerniag this study, elaborated the problem statement,
indicated the purposes and research questions of this in-

vestigation, provided its operational definitions as wvell
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as described the variables under consideration. The
literature review of Chapter II encompassed a variety of
literature, including studies about remedial programs
which have appeared since Kirk's dissertation of lg7e,
statements of vocational educators about the goals of
remedial education for vocational-technical students and
research studies about the relationship of self-concept
and locus of control to achievement. Chapter III detailed
the research design and methodology for this study. Re=-
medial programs, located in urban settings, which ex-
hibited significent programmatic differences were selected
for this investigation. All students entering these pro-
grams in the Spring semester of 1974 were selected as
subjects. %This chapter also contains the hypotheses of
this study. Chapter IV contains the description of each
individual remedial program. This section documented the
existence of programmatic variables in the various pro-
grams as well as additional program characteristics.
Chapter V contains the description of the statistical
procedure used to analyze the data, as well as the analy-

sis of the data collected for this investigation.
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Limitations of This Study

The nature of this sample limits the generaliz-
ability of this investigation. This study included all
128 students who entered selecte. remedial programs in
four urban postsecondary institutions in the Spring of

1974. The schools, however, were not randomly selected.

Findings

This investigation sought to determine the
answers for the questions posed in the first chapter.
Following 1is the list of these questions, with the presen~
tation of the findings of the appropriate data analyses
and further discussion where relevant. In two instances,
questions three and nine, additional data analysis was
performed in order to clarify some of the findings pro-
vided by the multiple linear regression analysis.

l. To what extent do specified demographic vari-
ables gffect GPAY¢

Considered as a whole, the five demographic
variables (Hypothesis 1) were a significant predictor
(p < .01). The amount of variance contributed is .22.

Further analysis indicated that two of the variables age
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(Hypothesis 4) and yearly family income (Hypothesis 5),
were significant predictors at p < .01 for each. Age
contridbuted .09 of the variance and yearly family income
«10. Importantly, sex (Hypothesis 2) was not a signifi-
cant factor, perhaps a function of the small anumber of
female subjects (N = 23) or of some unidentified vari-
able(s) in the programs.

2. To what extent do specified programmatic vari-

ables affect GPA?

The four programmatic variables (Hypothesis 25)
considered collectively are a significant predictor of
student GPA (p < .01); the amount of variance contributed
was .l4. As a function of the small number of remedial
programs examined in this study, individual programmatic
variables were highly correlated, as indicated by the
findings that no specific variable contributed a sig-
nificant amount of variance. ."

3. To what extent do different remedial programs
affect GPA?

Different remedial programs (Hypothesis 30)
are & significant predictor of student GPA. All four
schools considered together as one predictor results in

P < .01l and variance contributed as .14. Individually,
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only remedial Program D was a significant predictor at
P € .01 and variance contributed .14. The grades in Pro-
gram D were gquite low. (The mean GPA's for the remedial
programs follow: B = 2.31; C = 3.22; D = 1.67; the mean
GPA for Programs B and D combined was 2.17.) Students
in remedial Program C had significantly higher grades
when compared to those from Programs B and D combined
(p < .01).! Programs B and D were combined for two rea-
sons: (1) each had none of the programmatic variables
examined by this study and (2) School D had such a small
N--7.

Although demographic variables di!’contribute
more variance (.22) than did the programmatic variables
(.14), 1t appears significant that the programmatic vari-
ables made such a significant contribution. Traditionally,
demographic variables are very highly correlated with
GPA (Lavin, 1965).

4. To what extent do specific demographic variables
affect persistence?

Strikingly, demographic variables taken col-

lectively o~ individually did not contribute significant

!This data resulted from an analysis of vari-
ance, which compared the means of the two groups. Com-
putation was performed by Program ANOVAR (Veldman, 1967).
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amount of variance. Only yearly family income (p = W 13)
even approached significance.
S. To what extent do specified program variables
affect persistence?

Program variables collectively nor individually
contribute a significant amount of variance in persistence.

6. To what extent do different remedial programs
affect persistence?

Collectively, the amount of variance contributed
by remedial programs (Hypothesis 36) only approaches sig-
nificance (p = .10). The only significent predictor of
persistence was remedial Program C (p < .01l; the variance
contributed was .04. Importantly, this program includes
three of four programmatic variables under consideration
in this study. Clearly, however, while programmatic
variables are significant predictors of GPA and changes
toward internality in locus of control, they are not as
significant in predicting persistence. Program C has
additional variables operating to produce this signifi-
cant result, which not only differ from the progranmatic
variables, but also probably from other program as well.
The program description indicate three variables which

may be significant:
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(1) Many opportunities for social interaction
(2) Coursework which not only counts toward a degree
offered by the institution, but is also trans-
ferable to other schools; angd
(3) A tightly knit, supportive environment.
These variables quite likely help make this program a
place students want to be.

This finding seems particularly impressive
since a student's socijeconomic background is far and
away the most powerful predictor of nersistence (Knoell,
1966; Burkhead, 1967).

7. To what extent do specified demographic vari-
ables affect changes in locus of control?

Combined, the five demographic variables do not
preaict changes in locus of control. Age (Hypothesis 18),
however, is a significant predictor (p < .05); variance
contributed is .086.

8. To what extent do specified programmatic vari-
ables affect changes in locus of control?

The four programmatic varilablecs enansidered col-
lectively (Hypothesis 37) are a significant predictor of
the shift toward an increa:e in internality in student

iocus of control (p < .01); variance contributed is .11.
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Once more, individual programmatic variables are not sig-
nificant predictors.
9. To what extent do different remedial programs
affect changes in locus of control?
Considered together (Hypothesis 42), the four
programs result in & p < ,0l; variance contributed is
+18. 1Individually, only one remedial program contributed
a significant amount of variance: Program B (p < .01);
variance contributed is .10. The direction of this change,
however, was toward externality. A t-test of the single
mean versus the null hypothesis (Hays, 1963), indicated
that students in this program moved significantly in the
external direction (p < .01). The same analysis of changes
in student locus of control at each school revealed the
following:
Program A students showed a significant move
toward internality (p < .05).
Program C students experienced a significant
shift toward internality (p < .05).
Program D students, with an N of only seven,
experienced no significant shifts in either direction.
Since Programs A and G, respectively, contain two

and three of the program variables examined by this
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investigation, the direction of this shift is pnot sur-
prising. The small N of Program D made = significant
result unlikely.

These results are particularly impressive since
variables controlled by the programs are so influential.
Aside from age, demographic variables rlainly do not ex~-
ert a powerful influence. If locus of control is indeed
the powerful construct the literature signifies, remedial
programs successful in producing external to internal
shifts may expect to have long~-term impact on its stu-
dents.

10. To what extent do demographic variadbles gffect
changes in self-concept?

Treated collectively or individually, no sig-
nificant demographic predictor was identified.

11. To what extent do specified program variables
affect changes in self-concept?

Neither were any programmatic variables predic-
tive of changes in self-concept.

l2. To what extent do different remedial programs
affect changes in self-concept.

Once more, no significant predictor was found.

Thus, no variable contributed a significant amount of
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variance in changes in student self-concept. However,

in the study indicated earlier (Olsen, 1972), where stu-
deats did show a significant galn in self-concept over

a nine months period, the &' thor suggests that a change
in roles at the end of the " mpensatory education program
from remedial student to regu.ar college student might
have caused the shift. Moreover, the time frame involved
in Olsen's study was more than twice as long as the one

in this investigation.

Recommendations

The recommendations made on the basis of this
study are two in kind: additional research and program
acticn by postsecondary education administrators,

The findings of this study are sufficiently sug-
gestive to warrant more research.

1. One of the key findings of this study-~-that
Programmatic variables do make a difference in student
GPA persistence and changes in locus of control--is par-
ticularly intriguing. Moreover, no individual program-
matic variable contributed a significant amount of vari-
ance in any of the criterion variables. One obvious ex-

planation of this finding is to emphasize the gmail nunmber
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of remedial programs with any of the programmatic variables
under consideration in this Investigation. Consistent
with this emphasis, the recommendation is to expand this
study to include more students in urban schools with re-
medial programs that have different combinations of the
programmatic variables examined in this investigation.
This type of study would provide for more and different
combinations of the programmatic variables used in this
study as well as the oppertunity to include additional
predictors. Such an investigation would allow for greater
discrimination among the programmatic variadles in order
to ascertain the more powerful predictors as well as the
interaction effects among them. Ultimately, however,
research may need to go beyond this point.

The variables specified in this study are rather
broad and encapsulate a variety of sdditional variables.
Consequently, student success in remedial programs may
well be due to a few crucial variables which may or may
not be unique to the programmatic variables isolated for
this study. From this perspective, future studies may
well concentrate on behavioral variables, e.g., communi-
cation networks between faculty and students, problem-

solving activities, ete., which may cut across the lines
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of the programmatic variables included in the current
study. Comparison of behavioral variables and their inter-
actions among a variety of remedial programs using the
criteria of GPA persistence and changes in locus of control
could identify characteristics of remedial program systems
which account for student success more precisely. The
empirical data gathered from such studies could then serve
as the base for the creation of a theoretical framework
to guide future studies.

2. The success of remedial programs cannot be
Judged solely on the output of one semester. Questions
which reflect long term objectives are ultimately more
important. How well do former remedial students persist
and achieve academically in a vocational or technical
curriculum as well as perform on the "job, increase their
earning power, and receive satisfaction from their work
are additional questions that demand a large scale re-
search effort. A longitudinal study which follows students
from the time they enter a remedial program until after
they have functioned in a work setting for at least six
months is & study which remains to be done, The valve
of this study wonuld be greatly enhanced by having a con-
trol group uf similar students who do no% enroll in

remedial programs.
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Program recommendations flowing from this study are

relatively straightforward. The findings of this study
indicate that a student is more likely to achieve a higher
GPA persist through one semester and experience a signifi-
cant decrease in externality of locus of control if he is
in a remedial program which includes the programmatic
variables investigated in this study. The results of this
study, however, only indicate the broad parameters within
which a number of unspecified variables are ovperating to
cause student success. The data supplied administrative
decision-makers by this study is admittedly broad. Never-
theless, it is clear that programs containing these four
variables are going to cause student success even though
precise knowledge of the variables at work is unavailable,
The present study indicates that students will be more
successful in programs that include these four program-
matic variables: individualizegd instruction, which allows
a student to move at his own race with the instructional
mode of his own choosing to achieve specified behavioral
objectives; volunteer teachers who believe that their
students can achieve; program focus on developing a posi-
tive self-concept and the integration of academic and vo-

cationa learning experiences so that the student can
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perceive the relationship between his cccupaticnal aspira-
tions and the verbal and quantitative skills he is in the
process of developing. These program recommendations are con-
sistent with and specifically reinforce suggestions made in
& previous study of those remedial programs regarded as
innovative (Kirk and Roueche, 1973),

Thus this study has identified four programmatic
varliables which collectively make a difference~-in a way
that is yet unclear--in the success of remedial students.
One educator, decrying the massive number of educationally
disadvantaged students who entered open-door postsecondary
institutions only to leave after failing again, plaintively
asked, "How many times does a door have to revolve before
making a revolution?" (Miller, 1972). While gaps are
apparent in existing technology as well as in the institu-~
tional implementation of what is kniwn, the shape of the

coming revolution is becoming more concrete.
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Texas Education Agency 201 Exst Eleventh Sereet
Austin, Texas

¢ STATE BOARD OF EDUCATION 78701

# STATE COMMISSIONER OF EDUCATION
o STATE DEPARTMENT OF EDUCATION

As & part of his approved research project, Mr. Norman Murphy,
& doctoral student in Junior College Administration at The University
of Texas et Austin, 1s required to conduct a study of prevocational
(remedial) Programs availsble to vocational-technical students in
pPostsecondary institutions in Texas. Mis investigation will dbe under
the auspices of the Office of School SBurveys in the Department of
Fducational Administration at The Univeraity of Texas.

The study will identify areas within these programs which account
for their relative success. It is felt this study will be of value to
those interested fn the improvement of remedial programs of poste.
secondary institutions within the State of Texas.

If convenient, please authorize your program director'!s coopera-
tion {n this study. A "Pact Sheet" is enclosed for additional fnfor-

mation.
Sincerely,
John R. Guemple
Associate Commiassioner for
Occupational Education and
Technology

JRG:NIM:cb

Enclosure
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Your answers to all questions are confidential. Place the completed
form in the envelope provided. Then seal it and hand it to the person
designated to mail them.

There are three sections of Questions. Pleaze complete each section.

Student Characteristics

Please print your name in the space provided. Mark ( X ) the one
space that describes you in each numbered section.

Name:
1. Program
— VOC&tiOnal

technical
college transfer
unknown

2. Sex
male
female

3. Age
18-20
21-2%
24-26

27 and above

4. Ethnic Background

Chicano

Black
Angle

5. Yearly Family Income

— $0-2,999

— $5;°°°"‘:999

——e $5,000-7,499
$7,500 and above
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Page Two

IX. Social Attitude Survey

This is a questionnaire to find out the way in which certain important
events in our society affect different people. Each item consists of a
pair of alternatives lettered a or b. Please select the one statement of
each pair (and only one) which you more strongly believe to be the case as
far as you're concerned. Be sure to select the one you actually believe
to be more true rather than the one you think you should choose or the one
you would like to be true. This is a measure of personal belief; obviously
there are no right or wrong answers.

Please answer these items carefully but do not spend too much time on
any one item. Be sure to find an answer for every choice. Circle the
letter representing the statement which you choose as the more true of the

pair.

In some instances you may discover that you believe both statements or
neither one. In such cases, be sure to select the one you more strongiy
believe to be the case as far as you're concerned. Also try to respond to
each item independently when making your choice; do not be influenced by
your previous choices.

1. a. Children ge into trouble because their parents punish them too much.
b. The trouble with most children nowadays is that their parents are
toO easy with them.

2. a. Many of the unhappy things in people‘'s lives are partly due to bad
luck.
b. People's misfortunes result from the mistakes they make.

3. a. One of tihe major reasons why we have wars is because yeople don't
take enough interest in politics.
b. There will always be wars, no matter how hard people try to prevent
then.

4. a. In the long run people get the respect they deserve in this world.
b. Unfortunately, an individual's worth often rasses unrecognized no
matter how hard he tries.

2. &. The idea that teachers are unfair to students is nonsense.
b. Most students don't realize the extent to which their grades are
influenced by accidental happenings.

6. a. Without the right breaks one cannot be an effective leader.
b. Capable people who fail to become leaders have not taken advantage
of their opportunities.
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7. a. No matter how harc you try some people just don't like you.,
b. People who can't get others to like them just don't understand how
to get along with others.

8. a. Heredity plays the major role in determining one's personality.
b. It is cne's experiences in life which determine what they're like.

9. a. 1 have often found that what is going to happen will happen.
b. Trusting to fate has never turned out as well for me as making a
decision to take a definite course ci action.

10. a. In the case of the well-prepared student there is rarely 4f ever.
such a thing as an unfuir test.

b. Many times exam questions tend to be so unralated to course work
that studying is really useless.

ll. a. Becoming a success is a matter of hard work, luck has little or
nothing to do with it.
b. Getting a good Job depends mainly on being in the right place at
the right time. '

J2. a. The average citizen can have an influence in government decisions.
b. This world is run by the fe people in power, and there is not
much the little guy can do about it.

13. a. When 1 make plans, I am almost certain that I can make them work.
b. It is not always wise to plan too far ahead because many things
turn out to be & matter of good or bad fortune anyhow.

lb. 8. There are certain people who are Just no good.
b. There is some good in everybody .

15. a. In my case getting what I want has little os nothing to do with
luck. :
b. Many times we might just as well decide what to do by flipping a
coin.

16. a. Who gets to be the boss often depends on who was lucky enough to
be in the right place first.
b. Getting people to do the right thing depends upon ability, luck has
little or nothing to do with {t.

17. a. As far as world affairs are concerned, most of us are the victims
of forces we can neither understand nor control.
b. By taking an active part in political and social affairs the people
can control world events,
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18. a. Most people don't realize the extent to which their lives are con-
trollud by accidental happenings.
b. There really is no such thing as "luck."

19. a. Oue should always de willing to admit mistakes.
b. It is usually best to cover up one's mistakes.

20. a. It is hard to know whether or not a person really likes you.
b. How many friends you have depends on how nice a person you are.

2l. a. In the long run the bad things that happen to us are balanced by
the good ones.
b. Most misfortunes are the result of lack of ability, fy norance,
laziness, or all three.

22. a. With enough effort we can wipe out political corruptiun.
b. It is difficult for people to have much control over the things
politicians do in office.

23. a. Sometimes I can't understand how teachers arrive at the grades they
give.
b. There is a direct connection between how hard I study &nd the
grades I get. .

2k. a. A good leader expects people to decide for themselves what they
should do.
b. A good leader makes it clear to everybody what their Jobs are.

3. a. Many times I feel that I have little influence over the things that
happen to me.
b. It is impossible for me to believe that chance or luck plays an
important role in my life.

26. a. People are lonely because they don't try to be friendly.
b. There's not much use in trying too hard to please people, 1f they
like you.

27. a. There is too much emphasis on athletics in high school.
b. Team sports are an excellent way to build character.

28. a. What happens to me is my own doing.
b. Sometimes I feel that I don't have enough control over the direc-
tion my life is taking.

29. a. Most of the time I can't understand why politicians behave the way
they do.
b. In the long run the people are responsible for bad government on a
national as well as on a local level.
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III. POST HIGH SCHOOL SELF-CONCEPT OF ABILITY SCALE

In each of the following questicns circle the letter in front of the state-
ment which best answers each question.

1. How do you rate yourself in school ability compared with other students
your age in a comsunity college?

a. I am the best

b. I am above average

¢. I am average

d. I am below average

e. I am among the poorest

2. What kind of grades do you think you are capable of getting in a commu-
nity college?

a. mostly A's
b. mostly B's
¢. mostly C's
d. mostly D's
e. mostly F's

5. For those community courses you are interested in, how well do you feel
you have the ability to do?

among the best

above average

about average

. probably below average
among the poorest

00 o

4. Where do you think you would rank in e community college graduating
class?

a. among the best

b. above average

c. average

d. below average

e. among the poorest

5. Bow do you rate yourself in scholastic ability as compared to those who
have elected not to go beyond high school?

am the best

am above average
am average

am below average
am the poorest

nEeoon
P bd et




Page Six

147

6. How do you rate yourself in scholastic ability as compared to those
who have elected to go beyond high school?

among the best
above average
average

below average
among the poorest

T. How do you rate yourself in scholastic ability compared to those who
are majoring in a pre profession such as law, medicine, dentistry or
curriculum at a college or university?

ab
b.
c.
d‘
e.

D0 oOe

among the best
above average
average

below average
among the poorest

Do you think you have the ability to attend a graduate school?

yes, definitely
yes, probably

not sure either way
probably not

no

9. Do you think you have the ability to complete graduate school?

10.

om

R G

yes, definitely
yes, probably

not sure either way
probably not

no

Where do you think you would rank in your class in graduate school?

among the best
above average
averuge

below average
among the poorest
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1.

Forget for a moment how others might grade you. If you attended

graduate school, in your opinion, how good do you think your work
would be?

among the best
above average
average

below average

. among the poorest

oo

What do you think would be your class rank in comparison with the
majors in professional schools, such as lav, medicine, dentistzy?

a. among the best
b. above average

C. average

d. below average

e.

among the poorest
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INSTRUCTIONAL QUESTIONNAIRE

Background:

The Office of School Surveys at The University of Texas
18 under contract to the Texas Education Agency to study
remedial programs in which vocational and technical students
are enrolled. One of the questions we are seeking to answer
i1s the contridbution, if any, certain instructional practices
make tovard stulent "success" in these programs. This gues-
tionnalire originated from the Community College Project spon-
sored by the National Institute of Mental Health through The
University of Texas.

Instructions

Please check yes or no to each question. Please attach
course syllabus handed to students at the beginning of the
course and one unit of instruction with the test items-=if
available.

Your responses will ramain confidential, used only in
this project.

Thanks

for your cooperation which is so crucial for the completion
of this project.

Please

have a cup of hot chocolate while riiiing ocut this form!
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INSTRUCTIONAL QUESTIONNAIRE

A. Objectives Yes No

1. General course goals are communicated in writing to the
students,

2. Behaviorally stated terminal objectives are communicated
in writing to the students.

3. Behaviorally stated untt cbjectlves are communicated in
writing to the students.

k. Objectives are written in at least two of the following
domains: cognitive (mental skills); affective (changes
in feelings or attitudes); psychomotor (manual skills).

5. At least 50% of the specific course objectives involve
skills that require more than student memorization of
subject content.

B. Testing

1. Test iftems are developed from the stated course objec~
tives.

2. Students have the option of taking a comprehensive
course final exam &f they feel that they have sufficient
skills to be exempted from the course.

3. A pretest on unit obJectives is given to determine if a
student may be exempted from an entire unit or from a
portion of the unit objectives.

4. Evaluation results are reported according to objectives
mastered rather than as an average letter or number grade.

3. For each unit there is an established standard of accept-
able learner performance on the cbjectives that must bdbe
met prior to a student's moving on to the next instructional
unit,

6. Students are tested on necessary prerequisite course skille
and are provided materfals necessary to remedy defieciericles,

7. There = opportunity for a student to evaluate his own
achievement of objectives.

C. Learning Activities

1. There are at least three different modes of instruction
employed on a regular basis in ~ommunicating course content
to the students.

2. Learning activities involve frequent practice for the
Students {n the stated unit ublectives prior tou the formal
evaluation s{tuation.
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Yes No
3. More than 50% of the course objectives have two' or more

learning activities avallable to the stucdents to aid
them in mastering the course chjectives.

D. Revision of Course Materials

1. There is a Systematic method employed for ocbtaining
informatisn on student error rate on practice items and
on unit tests which is used in revising course materials.

2. There is information gathered concerning the students'
opinion of the content of the course which is used in
revising course content.

3. New information regarding course subject matter is used
in revising the course content at least every two years.

4. Informatfon is gathered on the students' opinion of the
methods of instruction employed in the course which §s
used in revising instructional activities.

E. Time for Learning
1. Students are not required to take course tests at the
same time.

2, Students are aljowed to restudy unmastered course ohjeec~
tives and retake tests to attain mastery,

3. Students may receive an "in progress" or "incomplete"
grade at the end of the institutional grading period
and be allowed to continue working to master course
objectives.

4. Students may complete a course prior to the end of the
inatitutional grading period.

F. (Content of Course

LY

-+ Student input as to topics for subject content is included
in the course design.

2. Students have a choice as to the content "their" course
will con*tain by peing allowed to contract with the instructor
for mutually agreed upon obJjectives,

a. Tutoring

1. The instructor is avallable on a one~to-one basis to any
strdent needing acadeni- help.

2. A paraprofessional opr & student tutor is available to
students needing academic help.
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Program C No (18.2) Yes Yes Yes
Remedial
Program D No (15.7) No No No

‘The mean score of each program's instructors on the In.

structional Questionnaire is in parentheses following the "Yes" or
"No . 113
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